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ABSTRACT 
 Researchers of student motivation have often explained students’ desire to engage 
in various activities in terms of intrinsic and extrinsic motivation (Babad, 1993; Legutki, 
2010; McPherson, 2000; O’Neill, 1999). However, there is a perpetuating absence of a 
unifying and theory-based understanding of motivation in music education that illustrates 
the need for the current study. Using self-determination theory (Deci and Ryan, 2000) as 
the theoretical framework, I examined (a) the association between fulfillment of 
psychological needs (i.e., autonomy, competence, and relatedness) experienced by high 
school orchestra students and their perceived level of autonomy-supportive learning, and 
(b) the connection between different qualities of self-determined motivation (i.e., 
external, introjected, identified, and intrinsic regulation) and students’ intentions to 
engage in music learning in the future. This cross-sectional quantitative study 
incorporated an author-designed instrument, which was an adaptation of Basic 
Psychological Needs Scale (Deci & Ryan, 2000) and Self-Regulation Questionnaire-
Learning version (Black & Deci, 2000). I surveyed 706 high school orchestra students in 
the Midwest, and the response rate was 99.7%. 
		 vi 
 The findings indicate that autonomy (β = .37), competence (β = .17), and 
relatedness (β = .14) positively predicted music students’ overall outlook on their 
autonomy-supportive learning. Identified regulation and intrinsic regulation positively 
predicted music students’ short- (β = .23, β = .34), medium- (β = .15, β = .29), and long-
term intentions (β = .25, β = .25) of music engagement, indicating that there is a 
connection between autonomous regulation in music students and their future 
engagement intentions. External regulation (β = -.10) negatively predicted short-term 
intention only, indicating that there is a connection between extrinsic motivation and low 
intentions to continue must learning. This study provides evidence to support self-
determination theory as a viable approach for understanding student motivation in the 
field of music education. Future research recommendations and implications for teaching 
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  Music directors often speculate and commiserate with each other on why 
engaged and advanced students would choose to drop out of an ensemble. They are also 
puzzled when less technically able, disengaged and unmotivated students consistently 
sign up. What motivates students to begin the study of music? What motivates them to 
continue? These are some of the questions that music researchers attempt to address 
through their studies. 
 Current literature abounds with research studies on human motivation. There are 
many perspectives on factors that contribute to motivation (Babad, 1993; Bernard, 2008; 
Davidson, Moore, Sloboda & Howe, 1998; Legutki, 2010; McPherson, 2000; O’Neill, 
1999) but little consensus on any single unifying framework with which to understand 
these factors. For example, researchers have concluded that the enjoyment of music itself 
is a motivator for continued engagement. They claim that feeling the emotions of the 
music is one of the most compelling reasons why students wish to continue to participate 
in music (Asmus & Harrison, 1990; Campbell, Connell & Beegle, 2007; 
Csikszentmihalyi, Rathunde, & Whalen, 1993; Lamont, 2012). According to their 
findings, music students are motivated intrinsically by their love of music, and it makes 
sense for music directors to explore the emotive elements within the music as much as 
possible, and draw connections to the personal feelings that students experience while 
performing on their instruments. 
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 Other scholars have found that social interaction plays a vital role in why a music 
student chooses to continue studying music (Adderley, Kennedy, & Berz, 2003; Ames, 
1992; Campbell, Connell & Beegle, 2007; Gumm, 2004; Kokosaki & Hallam, 2007; 
McPherson & Hendricks, 2010; North, Hargreaves & O’Neill, 2000). Their findings 
indicate that music students participate in large ensembles because they want to be with 
their friends, and that it is important for them to have a common interest with other 
students. Music directors who resonate strongly with this concept are likely to 
demonstrate a teaching style that fosters a sense of community in their classroom. 
 Researchers have also examined the self-image that emerges from this 
socialization. These researchers suggested that there is a connection between music 
students’ motivation to continue and their perceived sense of social belonging and self-
image through ensemble music (Davidson, 1999; Draves, 2008; Kennedy, 2002; 
Kokosaki & Hallam, 2007; Lucas, 2011; McPherson, 2000; North, Hargreaves, O'Neill, 
2000; Schmidt, 2005; Sichivitsa, 2007). Some have even reported that music ensemble 
students took pride in being recognized as “band dorks” or “choir geeks.” (Adderley, 
Kennedy & Berz, 2003). As derogatory or humorous as these labels may seem, findings 
indicate that music ensemble students are motivated by this labeling, a badge of honor, 
which sets them apart from the other students. Because maintaining balance between 
individuality and seeking conformity is an important part of adolescent psychological 
development (Adderley, Kennedy & Berz, 2003), researchers have encouraged music 
directors to find opportunities to satisfy their adolescent students’ desire to create self-
image through their ensemble experience in order to maximize their motivation potential. 
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 Furthermore, numerous studies have also found a strong correlation between 
directors’ personal styles and students’ motivation (Ames, 1992; Anguiano, 2006; 
Asmus, 1985; Babad, 1993; Bakker, 2005; Bartolome, 2009; Campbell, Connell, & 
Beegle, 2009; Corenblum & Marshall, 1998; Davidson, Moore, Sloboda, & Howe, 1998; 
Duke, 1999; Maehr & Midgley, 1996; Richards & Durrant, 2003; Sichivitsa, 2007). 
Many directors attributed their students’ continued participation to the positive 
connections that these students have developed with them (Richards & Durrant, 2003). 
Consistent with this idea, these music directors intentionally project the role of a friend, a 
life mentor, a coach, or a counselor, in addition to the role of a director, to their music 
students in the hopes of increasing their students’ music motivation to continue their 
musical studies from one academic year to the next.  
 Last but not least, findings have indicated several other external and internal 
factors that contribute to students’ continuing motivation. These include relationship with 
their parents  (Campbell, 1998; Corenblum & Marshall, 1998; Deci & Ryan, 2002; 
Kinney, 2012; Sloboda & Howe, 1991; Woody, 2004; Zdzinski, 1996), students’ 
perceived self-ability and task difficulty (Cahill Clark, 2008; Gordon, 1986; McPherson 
& McCormick, 2006; McPherson & Zimmerman, 2002) and students’ self-efficacy 
beliefs (Bandura, 1997; Kokosaki & Hallam, 2007; Parker, 2011; Schmidt, 2005).   
 To be sure, these motivational concepts are not competing ideologies.  However, 
there is a disconnect of findings, beliefs, and an absence of a theoretical perspective 
underlying the wide range of interpretations. Over the past decades, researchers have 
identified a wide range of intrinsic and extrinsic factors that influence music students’ 
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motivation, yet the elusiveness of the term “student motivation” remains fresh and 
current. To fully understand and benefit from the vast knowledge made available to us 
through previous research, we need to explain and unify the circumstances under which 
motivation flourishes. 
The Need for the Study 
 Pressured to comply with the ever-changing school initiatives on student 
engagement, music directors and school administrations often must hastily identify and 
accept what claim to be best practices for student engagement with little instruction (Kos, 
2010). These identified practices are often contextual, and they deliver unpredictable 
student learning outcomes (West & Clauhs, 2015). Further convoluting the issue at hand, 
researchers have pointed out that the recognition of engaged or disengaged students is a 
task that is not easily done (Reeve, 2002). While many teachers may be confident in their 
ability to identify the levels of interest or engagement of those they teach, empirical 
evidence supports quite the opposite. Several studies on students’ perceptions and 
attitudes revealed that teachers do not always have an accurate assessment on the 
engagement and motivation level of their students (Babad, 1993; O’Neill, 1999; Reeve, 
2002). For example, in Reeve’s study, the observed classroom teachers were asked to 
estimate and describe their students’ engagement or disengagement during a class 
activity. Students were also asked to describe their engagement in that class activity using 
a questionnaire immediately following the activity. The study showed that as confident as 
the teachers were in estimating their students’ engagement level, their perceptions were 
often contradictory to what the students expressed on their questionnaires.  
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 Music educators, therefore, need a way to better understand and examine their 
own beliefs and preconception (e.g., “the highly engaged students must also be more self-
motivated, and need less motivating,” or “the low-engaging students must also be less 
motivated, and need more motivating”) in order to know how to better identify their 
students’ motivational profiles. Misreading a student’s motivation could result in 
teachers’ using of ineffective strategies that actually demotivate the students. In contrast, 
proper assessment of motivation could enable them to effectively engage possible 
dropout students, and transform them into lifelong practitioners of musical arts.  
 There is, therefore, a need to understand music students’ motivation to continue to 
enroll in music through a unifying and theory-driven approach. Specifically, I have 
adopted self-determination theory (SDT; Deci & Ryan, 2000) as the theoretical 
framework for the study. As applicable as this theory is to the field of education and 
human psychology, its application has rarely been examined within the context of music 
education (Evans, McPherson, and Davidson, 2012; Legutki, 2010). Despite the 
application of SDT to many other domains of human life (e.g., sports, family 
relationships, work motivation), the application of SDT in music is relatively unexplored. 
Furthermore, there is a need to specifically address the applicability of self-determination 
in music, because the findings in one domain may not necessarily apply to another 
(Weiss, Amorose and Kipp, 2012).  
Theoretical Framework: Self-Determination Theory 
 I chose self-determination theory as the theoretical framework because of its 
comprehensiveness—it explains the multifarious motivational phenomena in life and 
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education domains. As a macro-theory, SDT gains strength by combining earlier theories 
of motivation that addressed the interpersonal, intrapersonal, social, and contextual 
aspects of motivation—all of which are salient to a music student’s ensemble 
participation.   
Edward Deci and Richard Ryan first introduced self-determination theory (SDT) 
in 1985 in the publication of Intrinsic Motivation and Self-Determination in Human 
Behavior. Since then, SDT has been commonly referenced in relationship counseling, 
sports coaching, parenting, and staff development for companies. It has been incorporated 
more recently in work and educational settings in order to explain to what extent 
individuals within each context are intrinsically motivated (Deci & Ryan, 2000).  
Two unique features of SDT guided my research. First, it places important 
emphasis on the fulfillment of three psychological needs: autonomy, competence, and 
relatedness. The theory maintains when people’s psychological needs are fulfilled, their 
motivation and psychological wellbeing is flourishing. When their psychological needs 
are thwarted, their motivation and wellbeing suffers.  
Second, SDT emphasizes the quality of motivation. Many research findings tend 
to show the impact of motivation unidimensionally in terms of “how much.” SDT, in 
contrast, focuses on the quality of the motivation. The theory addresses motivation in 
terms of how engagement in particular activities and its social contexts aligns with a 
person’s sense of self. SDT identifies four types of extrinsic motivation along a self-
regulated motivation continuum: external regulation, introjected regulation, identified 
regulation, and intrinsic regulation; each denotes a higher degree of behavior 
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internalization than the one preceding it. It is based on these two features of self-
determination theory that I framed the following research questions. 
Purpose of the Study and Research Questions 
 The purpose of this study is to explain high school orchestra students’ motivation 
to continue to enroll in their musical studies. Using self-determination theory (Deci & 
Ryan, 2000) as the theoretical lens, I examined the extent to which the fulfillment of 
psychological needs is related to high school students’ motivation in music, and how 
different types of motivation relates to their continued intentions to engage in learning 
music into the future. This purpose led to the following research questions: 
1. To what extent does the fulfillment of the psychological needs affect high school 
music students’ motivation? 
2. What is the connection between the types of motivation and high school students’ 
intentions to continue in music? 
Chapter Summary 
Motivation has been traditionally treated dichotomously as either intrinsic or 
extrinsic, and both constructs have been understood quantitatively as more or less  (Deci 
& Ryan, 2012). However, self-determination theory emphasizes the quality of the 
motivation. It posits that people will sustain behaviors insofar as these behaviors fulfill 
their basic psychological needs. 
Self-determination theory has not been widely considered and accepted in the 
music education community to date (Legutki, 2012; Martin, 2012, Evans, 2015). I hope 
to validate and extend the importance of this theoretical perspective to the field of music 
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as a viable, theory-based approach for understanding why ensemble musicians cease or 
continue in their music participation. Furthermore, I believe that this study will impact 
the development and refinement of music educators’ instructional approaches, and the 






 The study of human motivation is prevalent in the field of psychology and general 
education. Researchers interested in this topic are concerned with questions such as what 
is motivation? What sustains motivation? How is motivation measured? How can 
motivation be increased or decreased? Additionally, researchers are interested in 
motivation because it is a precursor to engagement in activities, particularly the intensity 
and longevity with which people are engaged in particular activities throughout their 
lives. These features of the study of motivation are also of particular interest for 
researchers in the field of music performance and music education (Asmus, 1986; Austin, 
1997; Dweck, 1999; McPherson & Zimmerman, 2002, 2006; Nicholls, 1989; Parker, 
2011; Sloboda, 1996, 1998). Music education researchers studying motivation often seek 
to explain the decision to engage in musical activities, to continue through difficult times, 
and to extend musical engagement into adulthood (Evans, McPherson & Davidson, 2012; 
Hendricks, 2014).  
 This review of literature covers a range of approaches to motivation taken by 
music education researchers. As such, it draws upon publications in major music 
education and music psychology journals. Furthermore, studies from the field of 
education and psychology applicable to music education are also referenced. Within 
music education, researchers have examined varied contexts, including both school and 
non-school music settings, and music education from early childhood through adulthood. 
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Although a review of the full range of motivation literature in psychology is beyond the 
scope of this chapter, the major theoretical and conceptual approaches in music tend to be 
borrowed from educational psychology, so the music research is a reflection of 
developments in this broader field (Cady, 1992; Maehr, Pintrich & Linnenbrink, 2002; 
Thomas, 1992).  
 The chapter is structured according to major conceptual and theoretical views 
used to understanding motivation in music education. It references a wide range of 
influential 20th Century theoretical perspectives (i.e., flow and enjoyment, competence 
and attitudes, attributions of success and failure, achievement goals, self-efficacy beliefs, 
and expectations and values). Specifically, I looked at how these perspectives and their 
related studies explained motivation and music motivation. This chapter begins with a 
review of studies that show the relationship between immediate social connections and 
one’s motivation to continue in music. Next, I looked at studies that focused on the 
internal factors and the impact these factors have on students’ motivation to continue. 
Finally, this chapter concludes with a discussion of self-determination theory and related 
music studies, which supports the rationale for using this theory as this study’s theoretical 
framework.  
Social Influences on Student Motivation 
 Peer influence. Many research studies of why music students start, continue or 
stop participating in school music have revealed that socialization is a strong factor. 
Davidson (1999) conducted a study that sought to find the connection between students’ 
social relationships and their intrinsic motivation for music making. In this study, the 
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researcher adapted the interpretative phenomenological analysis developed by Smith 
(1996) to examine the attitudes and responses of 156 elementary students who were 
learning how to play a wind instrument for the very first time. This longitudinal study 
followed the participants over the course of 3 years. The researcher suggested that music 
making in social settings is essential for young music students to develop their personal 
identity and sense of motivation. Findings of the study indicated that peer influence in 
social settings is a strong motivator for increased effort and continued engagement. In 
another study, North, Hargreaves, and O’Neill (2000) studied the importance of music to 
adolescents in England, and examined their motivation to engage in musical activities. 
The researchers investigated 2,456 high school students’ level of musical involvement, 
their assessment of the importance of this involvement compared to other non-musical 
activities, and their speculations of why people choose to continue to engage in music. 
The researchers concluded that music plays a vital role in adolescent socialization. More 
importantly, the pride students gained in knowing that they are part of something larger 
than themselves has significant implication on their motivation to continue.  
 Results from these studies illustrate an importance of music to adolescent 
student—it allowed music students to portray a self-image, to have a way of connecting 
with the outside world, and to satisfy their social and emotional needs. Campbell, Connell 
and Beegle (2007) were interested in the significance of music to middle and high school 
students. Specifically, the researchers studied the role of music in students’ identity 
formation. The researchers examined 1,155 middle and high school students’ written 
essays and personal reflection statements in response to a national essay contest. Findings 
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supported that there are many social benefits for musical engagement (e.g., “I watched 
my fellow classmates march across the football field, I realized how much they loved 
what they were doing. Even when it is freezing cold outside, they will still come and play 
their instruments because it’s what they love to do,” p. 227). Researchers of this study 
concluded that music students perceive music as beneficial for their identity formation 
and character building, and are motivated to stick with music learning because of these 
self-realized benefits. Kokotsaki and Hallam (2007) studied the connection between 
students’ musical activity engagement and their level of music making. Specifically, they 
sought to find the impact musical activity engagement had on the lives of the participants. 
They interviewed 78 students and concluded that social connection and self-development 
was a common thread within their responses. More importantly, findings indicated a 
strong connection between these social connection, self-development, and students’ self-
achievement, self-confidence and intrinsic motivation.  
 Similarly, in a study by Gouzouasis, Henry and Belliveau (2008), the researchers 
examined motivational influences that were related to the retention of music students in 
band programs. Findings from the studies indicated that middle school music students 
wanted to continue in music because they thought it was “fun” and they enjoyed being 
with their friends. Interestingly, the study showed minimal impact of the band director in 
motivating students to continue, and that students who choose to quit music often reach 
that realization in avoidance of music rather than wishing to explore other interest 
options. 
 In a study of adults, Heintzelman (1988) examined the motivation to continue 
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musical engagement in adult concert band musicians. The researcher surveyed 1,785 
participants and discovered that social improvement and social relationships were among 
some of the strongest indicators for adult musicians’ continuing motivation. Mills (1988) 
investigated the correlation between 1140 high school marching band students’ 
perceptions of their experiences and their motivation to engage in musical activities. 
Marching band musicians were rated higher in the areas of group identity, school identity 
and social enrichment than non-marching band students. The researcher concluded that 
there is a strong connection between the sense of social-belonging and students’ intrinsic 
motivation for self-improvement and music engagement. 
 Though different in their approaches and participant ages, together these studies 
provide support that peer socialization is be a significant continuing motivation factor for 
musical activity engagement.  
 Parental influence. Numerous studies showed that parental figures play an 
important role in how students interpret their musical experiences, and that parental 
influence serves as a strong motivation factor for students’ future engagement in music. 
For example, Kinney (2010) predicted urban students’ decisions to enroll or to continue 
with musical studies. The researcher surveyed 742 students from two middle schools 
located in a mid-western metropolitan area. Within this sample, 119 students were 
already enrolled in band. Findings from the study indicated that family structure emerged 
as a significant predictor for initial enrollment and continuing decisions. Specifically, 
students from two-parent or two-guardian homes were more likely to begin and to persist 
in band instruction than those students from single-parent or single-guardian homes. The 
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author explained that it is plausible that a two-parent, or two-guardian, family structure 
offers family members more time and flexibility to enjoy the activities together, which 
may contribute to students’ motivation to continue with the activity. Socioeconomic 
status was less of a predictor in this study.  
 Socioeconomic status did emerge, however, in earlier research. Corenblum and 
Marshall (1998) found a strong relationship between socioeconomic status and band 
students’ intentions to continue studying music. The researchers gathered 253 high school 
band students’ demographic information as well as their perceptions of attitudes of their 
parents, band teachers, and the school toward the band program. They also found that 
students believe having supportive and more involved parents would lead to better band 
experience and increased motivation to continue to enroll in band.  
 Some other studies focused on the connection between involved parents and 
students’ engagement attitudes and achievements. For example, Zdzinski (1996) 
examined data provided by 406 band students from grades 4 through 12 in a quantitative 
study. The research findings indicated a strong correlation between parental involvement 
(such as talking about music and asking about musical progress) during their child’s 
music learning and the students’ affective outcomes in musical studies. Sloboda and 
Howe (1991) reached similar conclusion after interviewing 42 music students, age 
ranging from 10 to 18, and their parents from a highly competitive music school. These 
researchers found that parents play an important role as encouragers of their child’s 
learning progress. Interestingly, they found the more accomplished music students tend to 
have parents with less musical background. Their results, together with that of other 
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aforementioned studies, support parental influence as an important social and 
motivational factor for students’ music engagement and continuing music study. 
 Director influence. In large music ensemble settings such as band, choir, or 
orchestra, the connection between music directors’ behaviors and perceived 
characteristics and student motivation has been the subject of many studies. Perhaps the 
most important study in this category is a meta-analysis on the relationship between 
director characteristics and director effectiveness (Duke, 1999). The meta-analysis 
included 87 qualified experimental and descriptive research studies that covered 25 years 
of publications (1971–1997) on influence of teacher attributes and their connection to 
music students’ motivation.  Findings indicated that student engagement and motivation 
is directly linked to directors’ feedback, ability to vary activities, persistence in focusing 
on musical elements during the rehearsal, and overall enthusiasm and other attributes.  
 In another meta-analysis, Babad (1993) reviewed over 90 research studies that 
covered a time span of twenty-five years. The researcher found a strong connection 
between student motivation and teacher feedback.  Babad suggested that effective 
teachers are excellent practitioners of differential behaviors (i.e., teachers’ ability to 
differentiate their behaviors toward specific student types) and are able to produce more 
highly motivated students. Anguiano (2006) examined predictors of continuing 
motivation and achievement for early adolescent instrumental music students. The 
researcher gathered data from interviews and self-report measures of 290 middle school 
band students. The study findings indicated strong relationship between directors’ styles 
and continuing motivation of their music students. Davidson, Moore, Sloboda, and Howe 
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(1998) were also interested in the connection between students’ motivation to continue in 
music and teacher styls. They interviewed 257 young music students and their parents, 
who were divided into 5 groups by ability and interest levels. These researchers found 
that the most successful music learners in a program perceived their directors more 
favorably in the areas of approachability and friendliness than those who discontinued 
their musical studies. Findings from this study seemed to indicate the importance of 
matching director characteristics to the needs and characteristics of the student in order to 
maximize student motivation in musical knowledge acquisition and transference.   
 Summary. Studies of music student motivation have consistently shown social 
influences to be a dominant factor of why students of all ages are motivated to continue 
with their ensemble music participation (Campbell, Connell & Beegle, 2007; Campbell, 
1998; Davidson, 1999; Gouzouasis, Henrey & Belliveau, 2008; Heintzelman, 1998; 
Kokosaki & Hallam, 2007; Laine, 2007; Mills, 1988; North, Hargreaves, O’Neill, 2000; 
Schmidt, 2005; Young, 2001). They indicate that students’ continuing motivation is 
directly related to their immediate social factors, such as peers (Kokosaki and Hallam, 
2007; Lucas, 2011; North, Hargreaves, and O’Neill, 2000), parents (Campbell, 1998; 
Corenblum & Marshall, 1998; Kinney, 2012; Sloboda & Howe, 1991; Zdzinski, 1996), 
and music directors (Ames, 1992; Anguiano, 2006; Babad, 1993; Campbell, Connel & 
Beegle, 2007; Davidson, Moore, Sloboda & Howe, 1998; Duke, 1999; Sloboda, 1996 & 
1998). Together, these studies demonstrate that social relationships are influential in why 
students are motivated to continue with their musical activities.  
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Internal Factors of Student Motivation 
 Flow and enjoyment. Many studies have reported that the affective qualities of 
music represent an important reason to why students enjoy participating in music, alone 
or in an ensemble. Intrinsic motivation is a term applied to behavior that is undertaken for 
no reason other than the enjoyment of the behavior itself (Deci & Ryan, 2002). In other 
words, the activity is its own reward. Csikszentmihalyi, Connel & Beegle (2007) and 
Dorow & Greer (1997) examined the personal feelingfulness in music making and 
formulated a foundation for the concept of musical and mental flow, a kind of heightened 
intrinsic motivation which describes the experience of momentarily and completely 
losing oneself while engaging in an activity. Researchers in these studies maintained that 
having a strong sense of expressiveness during music making could sustain intrinsic 
motivation and serve as an effective means of reinforcement for learning.  Sinnamon, 
Moran & O’Connell (2012) took the psychological construct of flow even further and 
suggested that because having the sense of flow was crucial to learning, music teachers 
must examine ways to allow more moments of flow to occur during rehearsals in order to 
continuously motivate students and to increase their intrinsic motivation.  
 Lamont (2012) studied the connection between the feelings of pleasure 
experienced while performing music and motivation among music students. The 
researcher surveyed 24 university-age students on their emotions connected with playing 
music, specifically the pleasureful feelings associated with their music making. Findings 
of this study indicated that there is a strong link between profound musical experiences 
and the sustenance of autonomy and intrinsic motivation among students. Draves (2008) 
		 18 
studied the connection between passion and musical achievement in a qualitative study, 
examining songs and journals of college-age students, The researcher similarly concluded 
that musical achievement can be predicted by one’s level of passion and interest, 
suggesting that, when teachers tapped into students’ musical passion, they could 
maximize their students’ intrinsic motivation. The study also showed that, with greater 
developed interest in music, students are more likely to self-elect to continue in their 
musical studies.  
 In another study on the motivation to continue in music, Lucas (2011) surveyed 
101 middle school male choir students and found a strong positive connection between 
peer pressure and motivation to continue music. More importantly, the researcher 
discovered that students’ enjoyment for singing outweighed their peer pressure to 
discontinue music participation. Findings of these studies supported that autonomy and 
intrinsic motivation is positively related to students’ experience of flow and personal 
enjoyment. 
 Competence and attitudes. Many theoretical perspectives of motivation focus on 
ability perceptions. For example, White (1959) maintained that, as living beings, people 
inherently gravitate toward self-enhancement in addition to being motivated solely 
biologically in the fulfillment of the biological needs (e.g., thirst, hunger, sense of safety). 
For White, competence is associated with the degree to which one has the desire and 
ability to affect or influence one’s environment. White further suggested that people’s 
need to be an effectant within an environment is the motivation for their ongoing attempt 
toward mastery, which, in turn, serves as reinforcement for their intrinsic motivation. 
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White’s concept of effectance motivation (1959) was later modified and expanded 
by Harter in her paper “Effectance motivation reconsidered: Toward a developmental 
model” (1978), which contributed to the refinement of competence motivation theories. 
Harter took into account that children’s competence motivation is highly differentiated in 
their intensity of interest and their desire to persist in an activity. Harter identified three 
major domains in which children will seek competence: cognitive (e.g., academic), 
social, and physical. Students will gravitate toward activities in which they perceive 
themselves to be most competent and expect most success. Contrarily, their attitudes will 
reflect avoidance for activities in which those guarantees are thwarted. Furthermore, it is 
the inclusion of the physical domain that makes competence motivation theory a widely 
applied theory for understanding youth participation in sport and sport activity (Harter, 
1981b; Weiss, Amororse, & Kipp, 2012).  
There are several key components to Harter’s idea of competence and personal 
attitudes as an internal motivator. According to Harter’s model, successful attempts at 
optimal challenges and perception of competence are the two most important factors that 
contribute to one’s intrinsic pleasure, which the researcher believed to be the heart of 
human motivation (Weiss, Amorose, & Kipp, 2012).  
 These earlier researchers proposed that ability coupled with positive attitudes best 
predicted one’s motivation to engage in various tasks, which is a notion echoed by 
several recent studies. To date, the competence theory has not been widely used in the 
context of music education; however, the physical competence aspect of the theory 
makes it applicable to the context of string learning, because the act of playing a stringed 
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instrument requires keen physiological awareness and control of one’s entire body.  
Evans, McPherson, and Davidson (2012) conducted a 10-year longitudinal study 
in which they followed the musical development and attitudes of 157 elementary band 
students, starting with the year when they first learned how to play their instruments. An 
online questionnaire was completed by the participants, which allowed them to indicate 
reasons for quitting their instrument during the study period. Results supported that the 
participation of music could indeed fulfill individual students’ need for personal 
competence. More specifically, the study indicated that a low self perception of 
competence coupled with a lack of desire has major impact on why students stop playing 
their instrument (e.g., “I have a sister who is extremely musical and was very into it and 
that made me realize I was not,” or “I love music but I did not feel as though I had the 
best skills to perform. I had a good friend who was amazing at the drum kit and I guess 
that made me feel ashamed of my ability” (Evans, McPherson, & Davidson, 2012, p. 9). 
Findings of the study also supported that, when applied strategically, music could 
contribute to the mental and emotional wellbeing of a growing student.  
Ruddock (2012) examined the connection between people’s learned incompetence 
and their intrinsic motivation for music making. Ruddock gathered data from extensive 
interviews with 20 non-musicians age 27 to 60 and discovered that “unmusicality” is 
most likely socially learned. More importantly, the participants revealed that they 
experienced an inexplicable sense of longing and a “primal” need to feel musically 
competent. However, what is interesting about the study is the feeling of the “opposite” 
of competence—the participants indicated they felt like they were naturally incompetent 
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at music and could never develop their musical skills, so they avoided music altogether. 
Together, these studies provide evidence for strong connections between competence and 
motivation for music activity engagement. 
Attributions of success and failure. The attribution theoretical perspective is 
centered primarily on how people explain the why of achievement outcomes, particularly 
in relation to school tests and performance evaluations. Through this perspective, people 
evaluate their activities, their engagement intensity and their attributions of success or 
failure in terms stability (e.g., is the outcome sustainable or unsustainable?), locus (e.g., 
was I responsible for the outcome?), and controllability (e.g., was the outcome a result of 
luck or effort?). The connection between attributions and student motivation has been 
investigated in a number of music educational contexts. Legette (1998) conducted a study 
on motivation and achievement by examining what students attributed to the causes of 
their musical successes and failures (cf. Legette, 1993). He surveyed 1,114 K–12 music 
students and found that most students attributed their successes and failures to both effort 
(an internal but controllable trait), and their natural ability (an internal and uncontrollable 
trait). The researcher also found that gender, school level, and school system had 
significant effects on student responses. This study also showed that students’ view of 
attribution shift from effort-based to ability-based as they become older (cf. Nicholls, 
1989). The study supported that effort-focused music teaching and learning will sustain 
students’ intrinsic and autonomous motivation, because they have control of their own 
effort and task outcome.   
Legette’s finding is consistent with Asmus’s studies (1985, 1986), which used 
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Weiner’s attribution theory to examine students’ views regarding to musical skills. In 
general, students viewed musical skills as an internal attribution (e.g., to effort and 
ability, rather than luck or opportunity). However, the researcher also found that as 
students became older, they also became more convinced that musical success was a 
merit of inherently gifted ability, or talent, and less about effort. Asmus suggested that 
music directors’ styles had a direct and significant influence on how students attributed 
success and failure. 
Achievement goals. Numerous motivation researchers have focused on the goal 
orientation of individuals and how it predicts psychological and behavioral outcomes 
(Maehr, Pintrich, & Linnenbrink, 2012). These scholars have provided empirical 
evidence supporting that people’s achievement goals play an important role in the 
development of their intrinsic and extrinsic motivation  (e.g., Ames, 1992; Dweck, 1999; 
Maehr & Midgley, 1991; Nicholls, 1989). 
The achievement goals perspective is based on social context (Ames, 1992). 
Studies have shown that a goal orientation that is process-driven is positively related to 
an increased desire to increase personal competence, whereas a goal orientation that is 
result-driven correlates to one’s avoidance in an activity and low self-esteem due to 
social comparison (Kruse, 2012; Maehr, Pintrich, & Linnenbrink, 2012). Weiss, 
Amorose, and Kipp (2012) also supported this notion in their meta-analysis, and stated: 
 Positive outcomes are associated with adopting higher task-oriented goals, either 
alone or in combination with a higher ego orientation. Conversely, negative 
motivational outcomes are associated with higher ego orientation, especially when 
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paired with a lower task orientation. (p. 525; see also Harwood et al., 2008; 
Roberts et al., 2007; Weiss & Ferrer Caja, 2002) 
According to these researchers, exhibiting an ego orientation in and of itself is not 
necessary a bad thing, as long as it is accompanied by a task-oriented, or process-driven, 
mindset.  
Achievement goal theory has been influential in understanding motivation in 
music education, and has offered a convincing explanation for some of the behaviors in 
music studies as well. Austin and Vispoel (1992) examined the impact the treatment of 
failure and goal orientation had on student motivation within a music education setting. 
For their study, 107 middle school band students were randomly assigned to one of nine 
treatment conditions; the subjects then completed a 35-item researcher-designed 
questionnaire. Consistent with related studies both within and outside of music, Austin 
and Vispoel suggested, based on their findings, that when students are mastery- and task-
driven, they are more likely to demonstrate greater personal improvement in later 
performances. In contrast, when students focused solely on innate ability and the final 
outcome, they are less likely to make attempt for future improvement, and are more likely 
to experience negative effects (Vispoel & Austin, 1991b).  
In another study, Austin (1991) examined the effects of competitive and non-
competitive goals, along with other variables, on the dependent variables of music 
students’ achievement and motivation. In this study, 48 middle school band students were 
randomly assigned to a competitive goal treatment or a non-competitive goal treatment. 
Pre-test and post-test data were obtained and analyzed using analysis of variance and 
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analysis of covariance. While the results indicated no significant goal effects, there was a 
significant correlation between self-esteem and motivation outcomes, and a significant 
difference between the pre- and post-test for motivation. Results also indicated that 
students who were focused on competitive outcomes were more ego-driven and were 
more likely to experience negative effects. 
Self-efficacy beliefs and motivation. Bandura (1986) defined self-efficacy as 
“people’s judgments of their capabilities to organize and execute courses of action to 
attain designated types of performances” (p. 391). It is an influential psychological 
construct in the field of human motivation because, while its idea closely resembles that 
of self-concept and self-belief, studies and theories of self-efficacy must be more 
situation-specific (i.e., “to organize and execute courses of action”) and goal-oriented 
(i.e., “to attain designated types of performances”; Maehr, Pintrich & Linnenbrink, 2002, 
p. 357). For example, a typical self-concept or self-belief statement might be “I believe 
myself to be a capable musician.” However, under the domain of self-efficacy, one might 
say: “I know if I practiced thirty minutes everyday for the next thirty days, and focused 
on gradually increasing my tempo by two clicks a day, from a quarter note equals sixty to 
a quarter note equals 120, I will be able to perform my solo piece with success at an 
acceptable speed.”   
 Many music education researchers have investigated the relationship between 
student motivation and self-efficacy. In their theoretical discourse, McPherson and 
Zimmerman (2002) articulated that self-efficacy was a key element that contributed to 
students’ ability to acquire self-regulatory skills (e.g., motivation to practice, to continue 
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studying music, etc.). Cahill and Clark (2008) also examined the connection between 
self-efficacy and high school string players’ motivation to engage in practice behaviors. 
The researchers concluded that there is a strong connection between self-efficacy and 
performance achievement and practice intensity. Specifically, students with higher level 
of self-efficacy tend to engage in higher level of thinking and are more motivated to 
engage in longer practice sessions. McPherson and McCormick (2006) surveyed 686 
elementary and middle school music students within the context of a graded music 
performance examination.  This quantitative research incorporated structural equation 
modeling (SEM) analysis technique and the study results yielded strong a correlation 
between students’ perception of task and self, and the success of their musical 
performance. They concluded that a high level of self-perception of competence was the 
most important predictor of motivation to achieve in the music performance context.  
Hendricks (2014) examined high school string students’ self-efficacy beliefs over 
the time span of an All-State music festival. This study incorporated survey, interview, 
and observation data gathered from 157 high school age string players. In addition to 
finding a connection between self-efficacy and performance achievement, Hendricks 
discovered that the competitiveness in a social environment also affected students’ self-
efficacy beliefs, especially in the female student population. In another study on gender 
differences and self-efficacy beliefs among high school music students in a competitive 
environment, Hendricks, Smith, and Legutki (2015) surveyed 87 music students at a state 
competition and coded responses according to Bandura’s (1997) four sources of self-
efficacy. They found that female students had lower self-efficacy belief scores during the 
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initial stage of the study than their male counterparts. The researchers suggested that male 
and female students experience different levels of self-efficacy depending on the 
competitiveness of the environment and social support received. 
In a study of students’ motivation orientation, self-concept, performance 
achievement, and commitment to band, Schmidt (2005) surveyed 300 band students in 
grades 7 to 12. In addition, the students’ teachers provided ratings of their performance 
achievement and participation effort. Schmidt analyzed the data using correlation and 
factor analysis techniques and discovered that ratings of performance and effort were 
most strongly correlated with the students’ self-concept and their perceived ability to 
complete the task.   
Martin (2012) conducted a mixed methods study examining students’ beliefs of 
self-efficacy in school music participation. Martin surveyed 45 middle school band 
students and obtained data on students’ self-efficacy beliefs and their attributions for 
success and failure in music learning using Schmidt’s (2007) Self-Efficacy Scale, 
Hendricks’s Self-Efficacy Scale (2009) and Asmus’s Motivation Factors Scale (1989), in 
addition to interview questions. Results indicated a strong positive correlation between 
continuing motivation, performance achievement, and level of self-efficacy. There are 
ample studies in the literature supporting that self-efficacy is positively correlated to 
sense of competence, motivation, and performance achievement. Together these studies 
provide support that maintaining a positive perception of musical self-efficacy may help 
students who are less technically able achieve higher performance success as there is a 
direct connection between one’s sense of competence and intrinsic motivation (Cahill and 
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Clark, 2008; Hendricks, 2014; Hendricks, Smith, & Legutki, 2015; Martin, 2012; 
McPherson & Zimmerman, 2002; McPherson & McCormick, 2006; Smith, 2005).  
 Expectations and values. Often, students may or may not choose to engage in any 
musical activity despite their aptitude in music. From their early work examining gender 
differences in mathematics achievement at school, Eccles and colleagues (1983) explored 
the idea of competence and will, and developed expectancy-value theory, a theory of 
motivation that recognized the importance of social and cultural context on student 
motivation and performance in achievement-related domains. Similar to competence 
motivation theory, it emphasizes one’s perceived competence as a profound source of 
motivation for achievement. The expectancy-value perspective proposes that 
achievement motivation is a product of expectancies and values; expectancies refer to 
one’s expectations of success, while values refer to beliefs about the importance, 
enjoyment, and usefulness of an activity (Eccles et al., 1983).  
 The expectancy-value theoretical model further emphasizes the impact social 
influences (i.e. parent, coach, teacher) have on the formation of values (Harter, 1978; 
Eccles et al., 1983). Expectancy-value theory recognizes relationships as an important 
component of its theoretical foundation, which “maybe conceptualized as being, in part, 
relationally determined” (Martin et al., 2009, p. 334).  Studies have shown that values 
were better predictors of people’s intention and actual engagement in certain tasks rather 
than their perceptions of ability and competence (expectance); findings supported that the 
concept of value had a significant impact on people’s choice, which was also an 
important component of motivation (Schunk & Usher, 2012). 
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McPherson (2000/2001) conducted a study to utilize this theoretical perspective 
with 133 children (ages 7 to 9) at a time just before they began learning their instruments. 
The study aimed to examine how expectancy-value related motivation might impact the 
students’ learning and musical achievement nine months later. Results were analyzed 
using ANOVA, which indicated that children bring to their music learning experience 
expectations and values, and that they are capable of predicting the longevity in which 
they will learn their instrument in terms of usefulness (e.g., “I’ll keep playing at high 
school if they have a band. I won’t play all my life thought because I want to be a vet”).  
McPherson and Hendricks (2010) conducted an expectancy-value study in a 
music context by examining students’ perceptions of several subjective task values, 
namely, attainment value, intrinsic value, utility value, and cost of participation. Their 
study drew upon data from 3,037 music and non-music students in three different age 
groups (i.e., grade 6, grades 7–9, and grades 10–12). The study results indicated that 
students within the sample valued music and arts lower than other school subjects. The 
authors also suggested that, because students choose subjects that they believe have 
utility value and will guarantee future success, discussions focusing on the importance 
and usefulness of music might be efficacious in promoting value of music as an academic 
subject and in motivating students to prolong their studies in music. These findings are 
consistent with the studies mentioned earlier in that extrinsic values may have a 
significant impact on people’s choice to continue with music. 
 Summary. Many studies have reported that the intrinsic and affective qualities of 
music making represent an important reason why students enjoy participating in music 
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(Asmus & Harrison, 1990; Csikszentmihalyi, Rathunde & Whalen, 1993; Gordon, 1986; 
Kokosaki & Hallam, 2007; McPherson & Zimmerman, 2002; Sinnamon, Moran & 
O’Connell, 2012). Findings of these studies indicated that intrinsic motivation is 
positively related to students’ experience of flow and personal enjoyment. Other 
researchers have provided empirical evidence to support that, in addition to their inherent 
enjoyment merit, people participate in musical activities as the result of their desire to 
satisfy personal competence (Davidson, 1999; Evans, McPherson, and Davidson, 2012; 
O’Neill, 2000). Their studies suggested that competence coupled with positive attitudes 
best predicted people’s motivation to engage in various tasks.  
 The connection between attributions and student motivation has been investigated 
in a number of music educational contexts. Findings indicated that as students became 
older they also became more convinced that musical success was a merit of to inherently 
gifted ability, or talent, and less about effort (Asmus 1985 & 1986; Legette, 1993). 
Attribution theory represents a major approach to understanding motivation in music 
education, and has been a powerful explanation for some of the behaviors in the studies 
cited above, but it is not without limits. Many music education researchers have 
investigated the relationship between student motivation and self-efficacy. There are 
ample studies in the literature supporting that self-efficacy is positively correlated to self-
esteem, sense of competence and performance achievement. All studies reviewed in this 
chapter showed that more positive perception self-efficacy contributes to increased 
motivation (Bandura, 1986; Maehr, Pintrich and Linnenbrink, 2002).  
 The four task values suggested by the expectancy-value model (i.e., attainment 
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value, utility value, interest value, and cost) have great theoretical prominence in the field 
of motivational psychology, though relatively little research exists for expectancy-value 
in music education contexts. With that said, research findings in music studies are 
consistent with the studies mentioned earlier and supported that the concept of extrinsic 
value has a significant impact on one’s choice, which is also an important component of 
motivation (McPherson 2000/2001; McPherson & Hendricks, 2010).  
Self-Determination Theory 
Consistent with these earlier theoretical views on motivation (i.e., attribution 
theory, achievement goal theory, competence theory, self-efficacy and expectancy-value 
theory), Deci and Ryan (2000) recognized the intricate interplay between intrinsic and 
extrinsic goals in student learning. More importantly, they developed a motivation theory 
that consolidated various intrapersonal, social, and contextual aspects of motivation 
examined by these major motivation theories of the 20th century.  
Self-determination theory has several unique features. For example, the self-
determination theoretical view shifted away from the traditional view of extrinsic and 
intrinsic motivation as the key conceptual distinction in motivation. Specifically, rather 
than describing the dichotomous motivation types (i.e., intrinsic and extrinsic) 
quantitatively, this theoretical perspective identifies the quality of people’s motivation in 
terms of the level of behavior internalization. Furthermore, self-determination theory 
maintains that people are autonomously motivated and self-regulated when they feel what 
they do is in alignment with their sense of self. Insofar as individuals experience a 
fulfillment of their psychological needs they will experience a high level of autonomous 
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motivation.  
These unique features of the theory are imbedded in five mini-theories that make 
up self-determination theory: Basic Needs Theory (Ryan & Deci, 2000b), Cognitive 
Evaluation Theory (Deci, 1975; Deci & Ryan, 1980), Organismic Integration Theory 
(Deci & Ryan, 1985b; Ryan & Connell, 1989), Causality Orientation Theory (Deci & 
Ryan, 1985a), and Goal Contents Theory (Kasser & Ryan, 1996; Niemiec at al. 2009). 
Recently, a sixth micro-theory, Relationships Motivation Theory (Ryan & Deci, 2014), 
was added to self-determination theory. The following section describes each of the mini 
theories in greater detail. The purpose of this discussion is offer the reader background 
information to substantiate its relevance to this study, and to help the reader gain 
appreciation for the strength of the theory. 
 Basic psychological needs theory. Basic psychological needs theory (BPNT) 
maintained that when people’s universal needs are satisfied, wellbeing is achieved; 
consequently when the needs are thwarted, the opposite outcome ensues. Psychological 
needs are universal to humans: they are hypothesized to be applicable to all ages, 
genders, cultures, and times (Baumeister & Leary, 1995; Chen, 2014; Deci & Ryan, 
2012). This mini theory posits that people either orient their behaviors toward, or away 
from tasks in the extent to which these tasks guaranteed or frustrated their psychological 
needs of autonomy, competence, and relatedness. Autonomy refers to one’s perceived 
degree of personal choice and freedom to exercise or to control one’s own behavior 
(Maehr, Pintrich, & Linnenbrink, 2002). Competence refers to one’s perceived ability to 
master and achieve feelings of effectiveness in interactions in social environment (Maehr, 
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Pintrich, & Linnenbrink, 2002). In addition, it refers to one’s perceived ability to 
demonstrate one’s capacities (Deci & Ryan, 2012). Lastly, relatedness refers to one’s 
perceived degree of experiencing closeness, belongingness, or interpersonal relations 
with others (Maehr, Pintrich, & Linnenbrink, 2002), specifically, a sense of feeing 
“connected to others, to caring for and being cared for by those others” (Deci & Ryan, 
2012, p. 7). Autonomy-Supportive refers to the engagement of behaviors that minimize 
the salience of external incentives and threats, avoid controlling language, and 
acknowledge the learners’ frame of reference, and whereby the sense of autonomy, 
competence, and relatedness satisfaction is maximized (Black & Deci, 2000; Ryan & 
Connell, 1989). 
 Cognitive evaluation theory. Cognitive evaluation theory (CET) addresses the 
relationships between social contexts and interpersonal interaction, and intrinsic 
motivation. While intrinsic motivation describes the desire to do things for their own 
sake, this theory is particularly concerned with how external factors (e.g., rewards, 
deadline, or feedback) can either increase or diminish one’s intrinsic motivation. In CET, 
Deci and Ryan identified two external factors that have significant influence on intrinsic 
motivation—locus of causality and perceived competence, which are associated with the 
domains of autonomy and competence respectively (Deci & Ryan, 1980). For example, 
an external locus of causality (e.g., “I am only doing this because it pays well” or “I must 
finish this or I cannot graduate.”) was perceived as low autonomy, and an internal locus 
of causality (e.g., “I want to do this because it helps me improve” or “I want to do this 
because it is fun.”) was perceived as high autonomy.  
		 33 
 A number of studies have found that autonomy and perceived competence are 
positively correlated to one’s level of intrinsic motivation (Evans, 2009; Evans & 
McPherson, 2012; Mota, 1999). As part of the self-determination theory bundle, CET 
maintains that motivation is also drawn from the social environment. In particular, the 
quality of one’s motivation depends on whether or not feedback from the social 
environment is perceived as a form of control. For instance, some feedback may be 
perceived as a means of manipulation or suppression of one’s own free will, while other 
feedback may be perceived as information. When it is perceived as genuine and specific, 
the feedback can lead to personal improvement and even mental wellbeing (Deci & Ryan, 
2002 & 2012).  
 Organismic integration theory. Organismic integration theory (OIT) addressed 
the topic of how externally motivated behaviors could become fully internalized and self-
regulated according to the self-determination spectrum (Deci & Ryan, 2012). This mini-
theory recognized the importance of one’s sense of relatedness and autonomy in the 
intensifying or diminishing of one’s behavior internalization. Internalization is a major 
theme for self-determination theory. OIT describes a series of stages or various qualities 
of motivation: Amotivation describes the experiencing of utter indifference or absence of 
motivation with the engagement.  
 The extrinsic motivation stage is the next stage, which encompasses four 
regulation types: external, introjected, identified, and integrated regulation. External 
regulation refers to one’s sense of drive to achieve a certain outcome that is based on 
external factors such as rewards, incentives, or other external pressures (Maehr, Pintrich, 
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& Linnenbrink, 2002). Deci and Ryan defined introjected regulation as a partially 
internalized form of motivation that is still quite controlled and regulated by external 
factors. Individuals functioning within this type of regulation may participate in an 
activity as a result of guilt and shame, or to maintain self-worth, and not fully 
participating in it as the result of their own volition (Deci & Ryan, 2002).  They defined 
identified regulation as the next phase of the internalization of one’s extrinsic motivation 
to autonomous motivation. During this stage, individuals have identified behaviors as 
relevant, important, and worth doing in this stage (Deci & Ryan, 2002).  Deci and Ryan 
described integrated regulation as the “basis for the most autonomous form of 
extrinsically motivated behavior, [which] shares many qualities with intrinsic motivation” 
(Deci & Ryan, 2012, p. 18). Individuals undertake activities as a result of integrated 
regulation because they recognize the activity as congruent with other aspects of the self. 
According to the authors, because the distinction between integrated and intrinsic is very 
slight, these two terms have often been referred to synonymously as intrinsic.  
  Intrinsic motivation is the final stage of the model—this stage is reached as the 
behavior becomes fully internalized and self-regulated. Table 2.1 below illustrates the 







































"It is what 
professional 
musicians do, 
and I would 








to me. I 
love how I 












Table 2.1. Continuum of motivation; stages of internalization of extrinsic motivation according 
to SDT. Adapted from Evans (2015). Also see Weiss, Amorose, & Kipp (2012) p. 
523, and Evans & Bonneville-Roussy (2015). 
 
 
 Causality orientation theory. Causality orientation theory (COT) explained the 
extent to which people regulated their behaviors as a result of general behavioral 
orientations. According to this mini-theory, three causality orientations represented three 
varying degrees of self-determination: autonomy orientation, control orientation, and 
impersonal orientation (Deci & Ryan, 2012). This mini theory contributes to self-
determination theory by suggesting that some people are generally oriented in an 
autonomous way, similar to having an autonomous personality, and others are more 
oriented toward external motivation. The autonomously oriented individuals are 
described as people exhibiting behaviors in congruence with intrinsic motivation; the 
controlled oriented individuals are characterized to behave according to external 
motivators such as rewards or social control; and the impersonally oriented individuals 
tend to act without any motivation or with a lack of intention.  
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 Goal contents theory. Goal contents theory (GCT) was the fifth mini-theory to be 
added to the Self-Determination Theory bundle. This mini theory explicated the 
psychological ramifications of intrinsically oriented goals and extrinsically oriented 
goals. It was argued that the mere attainment of goals did not constitute happiness and did 
not necessarily foster a sense of wellbeing (Ryan, 2009). Deci and Ryan used the 
example of the acquisition of fame and material wealth— the pursuing of these extrinsic 
goals not only thwarted one’s psychological needs but also contributed to the 
physiological ill-being of the individual. Contrarily, quality relationships and continued 
personal growth positively correlated to the satisfaction of one’s psychological needs and 
wellbeing (Deci & Ryan, 2000; Martos & Kopp, 2012; Vansteenkiste, Lens, & Deci, 
2006). 
 Relationships motivation theory. Relationships Motivation Theory (RMT) was the 
latest mini-theory to be included in the meta-theory of SDT. The theory posits that the 
experiencing of high quality human interaction (e.g., friendship, romantic relationship, or 
social group connection) could motivate human behaviors and contribute to emotional 
and psychological wellbeing. Furthermore, even a small amount of such interaction could 
satisfy one’s need for relatedness, as long as it is genuine. According to research findings 
of Ryan and Deci (2014), high-quality relationships also explained the variance in the 
fulfillment of autonomy and, to a lesser degree, competence. 
In the end, self-determination theory accounts for behavioral, social-cognitive and 
organismic views on internalization of activity engagement and future motivation. The 
theory also effectively incorporates strengths from earlier theories of motivation by 
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encompassing the interpersonal, intrapersonal, social, and contextual aspects of 
motivation. Self-determination theory provides a way for researchers to consolidate, 
organize, analyze and explicate findings within existing literature. It also allows for a 
student-centered model. Under this theoretical view, students can examine their own 
perceptions autonomy, competence and relatedness satisfaction as well as the quality of 
their motivation for activity engagement.  
 To date, limited research on self-determination theory in the context of music can 
be found. With that said, within the past decade, an increasing number of researchers 
have begun to look at this theory and have discovered important implications that the 
theory provides. In music, self-determination theory studies predominantly focus on the 
achieving of autonomously-oriented motivation and the psychological factors that affect 
autonomous motivation. For example, Anguiano (2006) investigated factors that affected 
young adolescents’ (middle school students) decision to continue in music throughout 
school and into their adulthood. The researcher addressed the issue of student attrition 
through the self-determination theoretical perspective. The main dependent variable in 
the study was students’ decision to enroll in music the following academic year. 
Anguiano surveyed 290 band students and analyzed the data using multiple regression 
analysis. The findings confirmed that middle school instrumental students experience 
higher continuing motivation when they perceived that their teachers encouraged their 
autonomous motivation during instruction. 
 Evans (2009) was also interested to understand how students are motivated to 
persist and continue music into their adulthood. Guided by the psychological needs 
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constructs provide by self-determination theory, the researcher looked at factors that 
affected students’ musical experiences and their behavioral outcomes. Evans conducted a 
longitudinal research that followed 157 middle school band students in Sydney, 
Australia, over 10 years; he began gathering data when these students first began learning 
music. Findings of the study indicated that as students’ needs for autonomy, competence 
and relatedness are satisfied, they also expressed higher interest level, more enjoyment, 
and the beliefs that music is important to them. The students who dropped out of music 
indicated less frequent experience of autonomy, competence and relatedness fulfillment. 
 In a study of older adolescent students, Legutki (2010) was interested in the role 
of psychological needs satisfaction and self-determined motivation in high school band 
students’ musical experience. Specifically, the researcher investigated factors that 
contribute to high school band students’ intrinsic motivation and autonomous regulation, 
using constructs provided by self-determination theory. Legutki incorporated both 
questionnaire and interview data in this mixed-method study. Findings of the study 
supported that there is a positive relationship between needs fulfillment and intrinsic 
motivation, as well as between intrinsic motivation and students’ attitudes about future 
music engagement. 
These researchers examined self-determination theory in the music context 
through a variety of methods (i.e., quantitative, longitudinal, mixed-method, etc.), and 
have concluded similarly that there is a connection between psychological needs 
fulfillment, autonomous regulations, and students’ music engagement intentions. It would 
seem that music students are more likely to continue if, through their musical activities, 
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they can experience a satisfaction of these basic human psychological needs. This finding 
is consistent with other self-determination theory studies outside of the music discipline. 
Chapter Summary 
Currently, scholars hold a wide range of views on issues concerning student 
motivation. Researchers interested in why students persist or cease doing an activity have 
commonly explicated their findings in terms of one having intrinsic or extrinsic 
motivation. For example, some have concluded based on their findings that younger 
children possess more extrinsic motivation due to a strong parental and teacher influence 
(Anguiano, 2006; Kinney, 2012). Proponents of this view have also contended that, as 
children grow older, this form of motivation would gradually lessen, and would allow 
more intrinsic motivation to become the impetus for them to persist through various life 
activities (Asmus & Harrison, 1990; Davidson, et al., 1998; Sichivitsa, 2007; Zdzinski, 
1996). Contrarily, many researchers proposed that children demonstrably possessed more 
intrinsic motivation at an early age, a form of motivation that would gradually be 
suppressed or even replaced by more extrinsic motivation as they reach an older age, a 
time when social comparisons and peer factors would become more ubiquitous 
(Adderley, Kinnedy, & Berz, 2003; Gottfried, Fleming, & Gottfried, 2001; Legette, 1998; 
Sheldon, 1994; McPherson & Hendricks, 2010; Wigfield, Eccles, Schiefele, et al., 2006; 
Wigfield, Cambria, & Eccles, 2012). Clearly, researchers have therefore arrived at some 
conflicting conclusions; not only are there inconsistencies among research findings on 
when people develop their intrinsic or extrinsic motivation, but the amount of such has 
also been debated. 
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Despite the many disparate perspectives surrounding the topic of motivation, 
there is something upon which that most researchers and theorists seem to agree: 
motivation is a psychological construct that can be viewed as a complex web of 
interconnected factors with varying degrees of prominence. It is comprised of diverse 
external (i.e., parents, directors, friends, etc.) and internal (i.e., personal enjoyment, 
attitudes, self-concept of competence, etc.) factors. The Herculean task of combing 
through this complex web of interrelated factors necessitates a theoretical framework 
broad enough to provide an explanation applicable to a wide range of motivational 
phenomena, despite current ideological and contextual discrepancies. 
In the current study I examined high school string players’ motivation to continue 
to participate in the school orchestra. I have chosen self-determination theory to frame 
my study and explain my findings because it expands on earlier social cognitive 
theoretical perspectives (e.g., Atkins, 1957; Bandura, 1982; Eccles, 1983; Harter, 1978; 
Nicholls, 1989; Weiner, 1986), which all had significant impact in the areas of human 
knowledge acquisition and motivation. Using self-determination theory to explain high 
school string students’ motivation to continue with music seemed fitting because 
ensemble music inevitably taps into people’s desire for autonomy, competence, and 
relatedness, which has important implications for students’ mental and emotional health 
and sense of overall wellbeing (Evans, 2015; Legutki, 2009).  
Numerous researchers who studied why students are motivated to continue in 
music drew their conclusions based on the perspectives of marching band students 
(Laine, 2007; Mills, 1988; Werpy, 1995; Young, 2001) or band students in general 
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(Anguiano, 2006; Austin, 1991; Corenblum & Marshall; Gouzouasis, Henrey & 
Belliveau, 2008; Heintzelman, 1988; Kinney, 2012; Patrick, Anderman & Ryan, 2002; 
Rohrer, 1993; Smith, 2002; Zdzinski, 1996). Very few studies can be found investigating 
the current topic through the perspective of choral students (Adderley, Kinnedy & Berz, 
2003; Lucas, 2011; Parker 2011), and even fewer studies examined the perspectives of 
orchestra students (Adderley, Kinnedy & Berz, 2003; Cahill & Clark, 2008; Miksza, 
2012). This disproportionality of perspectives suggests a need to expand the findings of 
music motivation studies to the orchestra context. There is a reason to believe that 
motivation would differ due to type of large ensemble (Evans & McPherson, 2014; 
Legutki, 2010). The findings of the current study may support the applicability of self-
determination theory to a wider range of music audience and increase its generalizability. 
 Many of the existing music studies on student motivation tend to include those 
students who were already deemed advanced in their music programs, and were generally 
enthused about playing music (Austin, 1997; Chen et al., 2014; Davidson, 1999; 
Heintzelman, 1988; Sloboda & Howe, 1991; Smith, 2002; Woody, 2004). McPherson 
and Zimmerman (2002) and Miksza (2012) encouraged researchers to examine the entire 
spectrum of students, rather than just studying those musicians who are already proficient 
or accomplished. They suggested that the understanding as well as applications of these 
findings can lead to better practice sessions and heightened student ownership of 
learning. The present study serves to heed this call by contributing to the existing body of 
literature through an in-depth study of music motivation in the context of high school 
string music education. 
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 Furthermore, the majority of the existing studies studied elementary or college 
level students; there is a remarkable disproportion between the number of studies of non-
high school and high school age students (Asmus, 1985; Asmus & Harrison, 1990; 
Austin, 1988/1991; Costa-Giomi, 2004; Deci & Ryan, 2012; Draves, 2008; Gouzouasis, 
Henrey & Belliveau, 2008; Heintzelman, 1988; Klinedinst, 1991; McPherson, 2000/2001, 
Vander Ark, Nolin & Newman, 1980; Werpy, 1995). The current study addresses this 
disproportionality in the literature by examining the motivation types and psychological 





The purpose of the study was, first, to examine the association between the 
psychological needs fulfillment and high school orchestra students’ music motivation in 
an ensemble. To investigate this I examined the influence of autonomy, competence and 
relatedness on high school orchestra students’ motivation. The second purpose of the 
study was to examine the association between different types of self-regulated motivation 
and high school orchestra students’ intentions to continue in music. Four types of self-
regulated motivation outlined by SDT (i.e., external regulation, introjected regulation, 
identified regulation, and intrinsic regulation) were the independent variables and 
students’ continuing motivation intentions (i.e., short-, medium-, and long-term) were the 
dependent variables. 
For the current study, I utilized hierarchical multiple regression analysis 
techniques for examining the importance of relationship between the aforementioned 
study variables. Specifically, the regression analysis was used to determining the 
predictive power the independent variables (i.e., self-determination theoretical constructs) 
have on the dependent variables (i.e., motivation outcomes).  
This chapter is divided into three parts. First, I describe the study participants. 
Second, I describe the materials used—this study incorporated a researcher-designed 
survey that identified participants’ psychological needs, motivational level and future 
music engagement profiles. Third, I explain the study procedures. Specifically, I detail 
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the process for administering the survey, ethics approval, parental consent and participant 
assent, and data analysis. 
Participants 
 The participants of the study were orchestra students (N = 706) from three 
comprehensive high schools in the Midwest (n = 288, n = 239, n = 179). The current 
study incorporated convenience and purposive sampling, and drew its participants from 
one school district.  
District description. The school district primarily serves students from four large 
suburban cities, which has a combined population of over 400,000 people. The entire 
school district is comprised of approximately 30,000 K–12th grade students and has an 
ethnic distribution of White (52.9%), Asian (22.9%), Black (9.2%), Hispanic (10.5%), 
Multi-racial (4.3%), and Native American (0.2%). Approximately 19% of the students in 
the district (one in five students) were enrolled in the free-and-reduced-price lunch 
program according to the United States census at the time the study was conducted. The 
three high schools involved in the study had a combined student population of over 9,200 
students, and it was estimated that nearly 30% of the high school students (n = 3,000) 
were involved in some type of music classes at their high school (i.e., band, choir, 
orchestra, or music theory). Study participants from School 1 (n = 288) represented 
40.8% of the total sample, study participants from School 2 (n = 239) represented 33.9% 
of the total sample, and study participants from school 3 (n = 179) represented 25.4% of 
the total sample. Table 3.1 illustrates additional information about each school’s 
demographics. 
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Table 3.1  
 
Participating School Information 







School 1 288 40.8 3894 9% 35.9% 
School 2 239 33.9 2763 24% 47.2% 
School 3 179 25.4 2629 24% 46.8% 
Note. All school demographic information drawn from www.illinoisreportcard.com 
 
 
Male students represented 37.8% of the sample (n = 267), female students 
represented 60.9% of the sample (n = 430), and 1.3% of the participants (n = 9) did not 
respond to the survey item pertaining to gender. Thirty-five percent of the sample were 
freshmen (n = 247), 25% were sophomores (n = 178), 23% were juniors (n = 157), and 
17% were seniors (n = 121). Seventy percent of the total participants (n = 490) were 
involved in private lessons, and 47.6% of the total participants (n = 333) were involved in 
musical activities outside of school.  
Music department description. The music departments at all three high schools 
are comparable in their music course offerings and course curricula. School 1 offers eight 
bands, five choirs, seven orchestras, and music theory; School 2 offers six bands, six 
choirs, six orchestras, and music theory; and School 3 offers five bands, six choirs, six 
orchestras, and music theory. To streamline the music philosophy and student-learning 
expectations across the district and among the music directors, directors from these three 
high schools are given opportunities to meet several times throughout the year, in a 
format similar to a professional learning community (PLC). The directors discuss 
repertoire selection process and audition requirements, exchange and share teaching ideas 
for each level, problem solve difficult situations that may arise during class, and most 
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importantly, to make sure that all music courses offered at each high school are consistent 
across the district in terms of technical level and student learning outcomes. In addition, 
the music teachers attend the same professional development sessions offered by the 
district once in the beginning of the year and once in the middle of the second semester. 
As such, they receive similar instructional messages from the administration that further 
streamline the teaching practices and educational outcomes among the teachers.  
For orchestra, there are six distinct levels of curricular orchestras—All 
upperclassmen students (i.e., 10th, 11th, and 12th grade students) are placed in one of four 
upper classmen ensembles based on audition or teacher recommendation1; all 9th grade 
orchestra students must be enrolled in one of two freshman ensembles. The exceptionally 
advanced freshmen, however, are allowed to audition for the most advanced orchestra at 
their high school. The music directors commonly identify these musically and technically 
excelled students as students who have started private lessons at a very young age.  
All orchestra courses and their demanded technical levels at the three schools are 
standardized through the use of similar audition materials, audition processes and rubrics. 
All student performances are evaluated based on tone, intonation, rhythm, dynamic, left 
hand and right hand technique, and overall musicality on selected excerpts and scales. 




1 There are seven orchestras offered at School1. However, two of the orchestras actually perform 
at the same level; one upperclassmen ensemble (i.e., Symphonic Orchestra) was split into two 




Student Ensemble * School Grade Level Cross-tabulation 
Ensemble Title School Grade Level Total 9th grade 10th grade 11th grade 12th grade 
Concert Orchestra 140 0 0 0 140 
Concert Strings 96 0 0 0 96 
Symphonic Orchestra 0 74 47 19 140 
Symphonic Strings 0 42 55 44 141 
Chamber Orchestra 5* 43 37 24 109 
Chamber Strings 6* 19 18 34 77 
*Note. Exceptionally advanced freshman students are allowed to audition for these top 
orchestral ensembles. Only 11 out of 242 freshmen were accepted into Chamber 
Strings/Orchestra when the study was conducted. 
 
 
Because all of the participants, regardless of the school they attended, have been 
stratified based on their technical proficiency level, using streamlined district standards, 
rubrics, and audition process, I was able to conduct subsequent statistical analyses using 
“ensemble” as a variable for technical proficiency level. Table 3.3 below lists the 
orchestra ensemble titles and the proficiency level they represented, from lowest (coded 
1) to highest (coded 6): 
Table 3.3 
 
Listing of String Ensembles at Each High School 
Proficiency Level Course Title Code 
Novice Concert Orchestra 1 
 Symphonic Orchestra 2 
Intermediate Symphonic Strings 3 
 Concert Strings* 4* 
Advanced Chamber Orchestra 5 
 Chamber Strings 6 
*Note. Concert Strings was the more advanced of the two freshman-ensembles.  
Because it was an auditioned-only ensemble, it consisted of mostly students who also 
took private lessons outside of school. As a result, members in Concert Strings 
generally performed at a higher proficiency level than their upperclassman counterparts 
in “Symphonic Orchestra” and “Symphonic Strings,” which were both non-auditioned 
intermediate ensembles, and had fewer students involved in private lessons.  
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In addition to ranking the ensemble level based on student audition results, I also 
used the following criteria to corroborate the rankings of the ensembles: (a) the total 
number of students studying privately within the ensemble, (b) the average number of 
years in private lessons for students in an ensemble, and (c) the total number of students 
in the ensemble who were also musically active outside of school. Correlation analysis 
confirmed that the variables were all correlated at a statistically significant level (p < .01). 
A correlation was found between number of students taking private lessons and ensemble 
level (r = .37). There was a positive correlation between ensemble level and students’ 
number of years in private lessons (r = .47). Extracurricular music involvement positively 
correlated to ensemble level as well, at r = .27. The following charts illustrate the 
characteristics of each music ensemble in terms of the number of students enrolled in 
private lessons (Figure 3.1), the average number of years for students who took private 
lessons (Figure 3.2), and the number of students participated in additional musical 
activities outside of school (Figure 3.3).  
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These data also support the rationale for placing the freshman ensemble “Concert 
Strings” where it is in the technical level continuum, and coding it as such in all 
subsequent analyses.  
Materials 
 The current study utilized an author-designed survey instrument that included the 
following three subscales: (a) Basic Psychological Needs Scale–Orchestra (BPNS–O); 
(b) Self-Regulation Questionnaire–Orchestra (SRQ–O); and (c) general participant 
information and future intentions profiles (see Appendix A). During the survey 
construction phase, I solicited the input of four expert music teachers (with a combined 
teaching experience of 55 years) and two professional statisticians (with a combined 
working experience of 30 years) for the appropriateness of contents as well as the clarity 
of wording. I also consulted a pilot group comprised of five high school students about 
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the language of the survey as well as the overall design of the survey booklet. The pilot 
run revealed items that were confusing to students due to certain unfamiliar vocabulary or 
word choice. Those items were subsequently removed from the instrument. The pilot 
group further confirmed that the survey was user friendly and had the appearance of a 
typical standardized test that high school students were accustomed to take. The 
following sections describe each subscale in greater detail. 
Basic Psychological Needs Scale–Orchestra (BPNS–O). The first part of the 
survey examined the psychological needs fulfillment of autonomy, competence, and 
relatedness as experienced by high school students in orchestra setting. I adapted the 
Basic Psychological Needs Scale (Deci & Ryan, 2001) for this purpose. This part of the 
survey included 18 psychological needs statements that were either positively or 
negatively worded (e.g., “I feel like I am free to decide for myself how to participate in 
orchestra” is an example of a positive statement, and “In orchestra, I frequently have to 
do what I am told” is an example of a negative statement). The statements were 
randomized to avoid the appearance of any patterns or progression of themes. Students 
were instructed to read each statement carefully, and to think about how each of the 
statements related to their personal experience in orchestra. They then indicate on a 
seven-point Likert-scale next to each statement how true it was to them.  
Each basic psychological need category was comprised of a total of six statements 
(three positive and three negative). To calculate the score for each of the three categories 
(i.e., autonomy, competence and relatedness), I averaged the total points obtained from 
all six statements within each category. The scores for the three psychological needs 
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ranged from 1 to 7; higher scores represent a higher level of psychological need 
satisfaction within the context of music learning. In order to properly calculate the 
negative statements, they were reverse-coded by subtracting the original score from 8. 
Table 3.4 lists the response statements organized by their category; negative statements 
were indicated by (R) at the end of the statement.  
Table 3.4 
 
Basic Psychological Needs Scale—Orchestral (BPNC—O) 
Subscale Response Item Texts 
Autonomy  I feel I am doing what really interests me in orchestra. 
In orchestra, I feel free to choose for myself how to express my ideas. 
I feel I can be my “true self” in orchestra. 
I feel pressured to do many things in orchestra. (R) 
In orchestra, I feel people frequently tell me what I have to do. (R) 
I feel there is no opportunity for me to decide for myself how to do things in 
orchestra. (R) 
Competence  In orchestra, I feel I can successfully master difficult tasks. 
I feel I am able to increase my skills in orchestra. 
In orchestra, I feel competent at completing difficult tasks. 
In orchestra, I struggle doing something I feel I should be good at. (R) 
In orchestra, I feel I am unable to perform well, and I don’t know how to 
improve. (R) 
I feel insecure about my abilities in orchestra. (R) 
Relatedness I consider people in orchestra my friends. 
In orchestra, I feel people care about me and I care about them. 
I feel people I interact with in orchestra understand my feelings. 
In orchestra, I feel I keep to myself and do not have much social interaction. (R) 
I feel lonely in orchestra. (R) 
I feel I do not get along with other students or the teacher in orchestra. (R) 
 
 
Scale Adaptation. I altered the wording of the original response statements in 
order to reflect the subject area (i.e., orchestra) and to match the maturity of my targeted 
audience (i.e., high school students).  The modification of BPNS in the current survey 
was made based on the findings and recommendations of Sheldon and Hilpert (2012) and 
Chen et al. (2014). Sheldon and Hilpert reported an inconsistency in the number of 
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response items in each of the original BPNS subcategories (i.e., 7 statements for 
autonomy, 6 for competence, and 8 for relatedness). Furthermore, each subcategory 
differed from one to another in its number of positively worded and negatively worded 
statements (i.e., autonomy had 4 positive statements and 3 negative statements, 
competence had 3 positive statements and 3 negative statements, and relatedness had 5 
positive and 3 negative statements). Sheldon and Hilpert proposed the Balanced Measure 
of Psychological Needs (BMPN), which effectively represented a more balanced 
approach with 18 statements total: 6 statements (3 positive and 3 negative) for each 
subcategory. BPNS–O incorporated Sheldon and Hilpert’s more balanced approach by 
using this 18-response item format, while maintaining as much of the original language 
of Deci and Ryan’s measure as possible.  
I also altered the wording of the original survey based on the findings of Chen et 
al. (2014), a study that examined the universality of the psychological needs. One of the 
changes made in Chen’s Basic Psychological Need Satisfaction and Frustration Scale 
(BPNSFS) was the inclusion of the stem “I feel” at the beginning of each response 
statement. For example, the statement found in BPNS “I am free to express my ideas and 
opinions” was modified to “I feel I am free to express my ideas and opinions” in 
BPNSFS; and “People care about me” was changed to “I feel people care about me.” The 
survey instrument with the altered format of statement in Chen et al. (2014) still yielded 
mostly high levels of reliability and consistency in the scales (α = .72 to .81) across the 
USA, China, Belgium, and Peru, with China lower at α = .47 to .79. This change is, 
therefore, reflected in the current survey as well. 
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Empirical evidence has shown that modifying the instruments (e.g., adding or 
subtracting questions, changing the name of the activity on the original instrument) does 
not drastically affect the validity and reliability of these scales (Deci, Hodges, Pierson, & 
Tomassone, 1992). Several precedents exist in music education for adapting general, life-
domain scales to the specific music education context being examined. Legutki (2010) 
used an adapted version of the survey instrument in his study of self-determined music 
motivation and high school band experience. Similarly, Evans and McPherson (2012) 
also incorporated their adapted version of BPNS in a study to examine the connection 
between psychological needs and the ceasing of music and music learning activities. 
BPNS–O reflected the survey instruments used in these existing studies, as well as the 
original questionnaires created by Deci and Ryan; changes were made mainly by 
switching the word “band” to “orchestra” (i.e., “People in band care about me” was 
changed to “People in orchestra care about me”), “chemistry” to “orchestra” or “music” 
(i.e., “I actively participate in chemistry” was changed to “I actively participate in 
orchestra” or “I will work hard to expand my knowledge of music”).  
 In BPNS–O, I adapted eighteen of the original twenty-one survey items. 
Cronbach’s alphas were calculated for each of the three subscales. The Autonomy-overall 
subscale consisted of 6 items (α = .73), the Competence-overall subscale consisted of 6 
items (α = .73), and the Relatedness-overall subscale consisted of 6 items (α = .83).  In 
addition to the reliability analyses, item-correlation analyses were conducted to ensure 
that the items within each subscale were significantly correlated with each other in 
accordance with the theoretical model, however, not high enough to violate the 
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assumption of multicollinearity (r < .80; Field, 2012).  
Self-Regulation Questionnaire–Orchestra (SRQ–O). Part 2 of the survey was 
adapted from Self-Regulation Questionnaire–Learning version (SRQ–L; Williams & 
Deci, 1996). It identified one’s degree of self-determined motivation along the theorized 
autonomous regulation continuum (external to intrinsic regulation). This part of my 
survey included three focus prompts that probed the participants’ motives to learn music 
actively in school: (a) “I will participate actively in orchestra because…” (b) “I am likely 
to follow my instructor’s suggestions for learning how to play my instrument because…” 
and (c) “The reason that I will work to expand my musical knowledge is because…” 
Students then addressed each of these focus prompts using a set of corresponding 
statements. Before they began, students were reminded to read each statement carefully, 
to think about how each of the statements related to their personal experiences in 
orchestra, and then indicate how true it was for them by marking on a seven-point Likert-
scale next to the statements.  
There were 15 response statements total (five for each of the three prompts); each 
response statement described one of the self-determined motivation types (i.e., external, 
introjected, identified, and intrinsic). The statements in the survey were randomized so 
the students would not be able to sense any logical pattern or progression of themes from 
one statement to the next. To calculate the score for each autonomous regulation type, 
one would take the average of the total points obtained in each subscale. Table 3.5 lists 





Adapted Self-Regulation Questionnaire—Orchestra (SRQ—O) 




Because I enjoy playing music. 
Because I love playing my instrument. 
Because it is interesting to learn more about how to play my instrument. 




To improve my understanding of music. 
Because music is important to my personal growth. 




Because I would feel proud of myself if I did well in the class. 
Because I would feel guilty if I performed poorly. 
Because I would feel bad if I didn’t follow my teacher’s instruction 




Because others might think badly of me if I didn’t. 
Because I would get a bad grade if I didn’t do what was suggested. 
Because I want the teacher to say nice things about me. 
Because it helps me get a good grade in my orchestra class. 
 
All participants were also assigned an overall Relative Autonomy Index (RAI) 
score based on their answers, which, simply put, was the sum effect of the participants’ 
four motivation types. RAI indicated the extent to which the participants perceived their 
engagement in an activity as a result of their own volition. The RAI is a weighted 
measure of each of the four regulation types. According to SDT, intrinsic and identified 
regulations occupied the positive direction of the autonomous motivation continuum, 
therefore, they each represented a positive score with the intrinsic regulation weighed 
double. Introjected and external regulations occupied the negative direction of the 
continuum and therefore had negative scores; the external regulation was weighed 
double. The RAI score was obtained as follows: 
Relative Autonomy Index (RAI) =  
2(Intrinsic) + 1(Identified) – 1(Introjected) – 2(External) 
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RAI scores have a range of -18 to +18; the more positively weighted a score, the more 
autonomously regulated a person is; conversely, the more negatively weighted a score, 
the more a behavior is the result of a controlled regulation. 
Scale adaptation. Self-regulation questionnaire studies have been most commonly 
used to evaluate domain-specific individual differences in peoples’ autonomous 
motivation, or specifically, their types of self-determined regulation. There have been 
several other versions of these questionnaires implemented in earlier self-determination 
theory studies; they have all been tested for their reliability and validity, and yielded 
positive and conclusive results.  
The Self-Regulation Questionnaire-Academic version (SRQ–A) and the Self-
Regulation Questionnaire–ProSocial version (SRQ–P) were designed for elementary and 
middle school age children for the purpose of assessing one’s perceived sense of 
autonomy in schoolwork and social behavior (Ryan & Connell, 1989). The SRQ–L was 
later introduced to understand why older students, specifically college age students, learn 
in particular settings and how autonomy supportive or thwarting they perceive the 
learning to be. There were 32 response statements in the original SRQ–A (Ryan and 
Connell, 1989), and 12 response statements in the later SRQ–L version (Black, A. E. & 
Deci, E. L., 2000; William, G. C. & Deci, 1996; Ryan, Rigby, & King, 1993; Hill, P. C. 
& Hood, R. W. Jr. 1999). The latter version had the fewest number of response 
statements in all the existing versions of SRQs to date. Other versions of SRQs that have 
been validity tested included SRQ–L (for students with learning difficulties), which had 
17 statements (Deci, Hodges, Pierson, & Tomassone, 1992); SRQ–P, which had 25 
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statements (Ryan and Connell, 1989); and TSRQ, which had 19 statements (Pelletier, 
Tuson, & Haddad, 1997).  
According to Deci & Ryan, the greater number of response statements on the 
children’s survey was necessary to ensure test validity; however, having fewer response 
statements on the adult versions did not seem to affect the reliability and validity of the 
survey instrument (Black & Deci, 2000; Deci & Ryan, 2012). I incorporated a fifteen-
response statement format with these rationales in mind. SRQ–O offered three prompts 
and each had five response items. A breakdown of the total response items was as 
follows: external (4 items), introjected (4 items), identified (3 items), and intrinsic (4 
items). This approach was consistent with the earlier SRQ research studies. 
 I conducted a reliability analysis to examine the subscales of external, introjected, 
identifide, and intrinsic regulation. Cronbach’s Alphas (α) between 0.59 and 0.89 were 
obtained for these subscales. The external regulation subscale consisted of 4 items (α = 
.59), the introjected regulation subscale consisted of 4 items (α = .66), the identified 
regulation subscale consisted of 3 items (α = .81), and the intrinsic regulation subscale 
consisted of 4 items (α = .89).  
 Results indicated that the reliability coefficient would increase to α = 0.61 for 
external regulation if the first item (“Because others might think badly of me if I didn’t 
participate actively”) was deleted. There were initial concerns about the low alphas for 
external regulation and introjected regulation. However, I kept the scales according to 
Deci and Ryan’s original intent because this change in alpha was minimal, and the 
inclusion of these items is commonplace among SDT studies (Chen, et al., 2014; Legutki, 
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2010; Sheldon & Hilpert, 2012). Furthermore, the concerns were somewhat alleviated 
based on the large sample size (Bacon, 2004). In addition to the reliability analyses, inter-
item correlation analyses were conducted to ensure that the items within each subscale 
were highly correlated with each other in accordance with the theoretical model; 
however, not high enough as to violate the assumption of multicollinearity (r < .80; Field, 
2012).  
Music Engagement Intention Profiles. The last portion of the survey was designed 
to gather general and background information of the participants (e.g., gender, school 
grade level, practicing habits and technical proficiency level). In addition, there were 
items that targeted participants’ level of music participation, their attitudes toward 
participation, and their own predictions of future musical pursuit. Collectively, these 
items were used to help reveal study participants’ short-term, intermediate-term, and 
long-term engagement intentions, which were examined as the dependent variables in 
subsequent analyses.   
In this portion of the survey, participants had the opportunity to indicate, using a 
seven-point Likert-scale, their current-most attitudes about participating in a music 
ensemble by answering the question: “How frequently have you thought about quitting?” 
(1 = “Never”; 7 = “All the time”). This item served as an indicator of students’ short-term 
intentions because it gave participants a chance to express how intensely they wish to quit 
or opposite at the time that the survey was given. It helped clarify if quitting orchestra at 
that moment was an option, whether or not the students would have considered it.  
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Next, the participants indicated, using a seven-point Likert-scale, their level of 
continuing motivation for the following school year by answering the question: “How 
likely are you to continue with orchestra next year?” (1 = “Not likely”; 7 = “Highly 
likely”). This item served as an indicator of medium-term intentions because it allowed 
the participants to speculate their continuing motivation at a point beyond the immediate 
future, rather, a year from the time the survey was taken.  
Lastly, the participants indicated, using a seven-point Likert-scale, the intensity of 
their desire to extend musical studies into the future by answering the question: “How 
long do you think you will be playing your instrument?” (1 = “Until the end of this 
school year”; 7 = “For the rest of my life”). This item served as an indicator of long-term 
intentions because it provided the participants a chance to speculate their level of 
continuing motivation at a point in time that is well into the future. 
Legutki (2010) used similar student background information and future intention 
profiles questions in his examination of high school band students and their motivation to 
persist in musical activities. For the current study, the student background information 
questions were intentionally placed in the final page of the survey booklet, rather than on 
page one. This design likely mitigated study participants’ respondent bias while 
completing the survey (Bernard & Anita, 2005). For example, had students indicated that 
they were in the “lowest ensemble,” that they “hardly practiced” and that they were 
“highly likely to quit” at the end of the year, these students would most likely complete 
the rest of the survey with that mindset, and would try to make their answers justifiable to 
those preconceived notions.  
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Procedures 
Seven high school orchestra directors assisted me in the current study (3 from 
School 1, 2 from School 2, and 2 from School 3). During the preparation stage, I 
contacted each of the directors by phone (instead of e-mail) in the hopes to avoid possible 
confusion or perceptions of imposition. I explained to these directors the nature of the 
study, and ensured them that I was readily available to answer any questions that they 
might have throughout the study. I suggested that, because it was straightforward and 
brief, the survey could be completed in conjunction with any previously planned class 
activities. Furthermore, I suggested using the survey possibly as an end-of-the-semester 
personal reflection activity, because the survey might provide the students an additional 
opportunity to reflect honestly, in confidence, on their musical experience and personal 
growth as an outcome of their school music participation. These directors demonstrated 
their support of the study, and expressed willingness to assist and to adhere to the 
research timeline that I suggested. 
Research timeframe. Each director announced to his/her students in the fall that 
there would be a voluntary district-approved survey for high school orchestra students on 
their motivation to participate in music near the end of the semester (usually around 
December or January). This timing is a crucial feature for the study—it coincided with 
class registration for the following year, so the themes of motivation and future intentions 
were still fresh on their minds. As such, the students’ survey response would be a truer 
reflection of their enrollment decisions and motivational outcomes. 
On the day of the survey, the orchestra directors at each of the sites reminded their 
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students again that the survey was district-wide, anonymous, voluntary, and that the 
questionnaire aimed to collect information about the experiences and self-perceptions of 
high school orchestra students. Students were informed that their honest input would help 
researchers better understand the various motivation factors that affect high school 
orchestra students’ decision to continue studying music, and the intensity with which they 
were involved in musical activities. To help minimize the possible skewing of the data by 
senior students’ response, I asked the directors to announce to the seniors that they should 
answer the survey “assuming orchestra participation and selection is a feasible option 
next year at wherever they are.”  
 Every student in the class received a copy of the survey booklet. This study 
design feature protected the identity of those who did not wish to participate but were still 
present in the class. It also minimized the possibility of any student or any group of 
students feeling that they were being singled out. For those who wished not to complete 
the survey, they were instructed to hold on to the survey booklet, and returned it at the 
end of the session with everyone else, so their non-participation was not identified. The 
directors collected all the survey booklets all at once when the last student was finished. 
All the survey booklets were immediately placed and sealed inside an unidentified 
envelope, which I picked up the following day.  
 The in-class paper survey procedures yielded a response rate of 99.7%. Seven-
hundred-and-six (706) high school orchestra students took the survey, and only two 
students (0.3%) from School 2 declined to give consent and turned in a blank booklet on 
the day when the surveys were administered. 
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IRB approval. Before any participants could be contacted for the study, I obtained 
approval to conduct a study of human subjects from Boston University’s Institutional 
Review Board (see Appendix B). Site permission was also obtained from each of the 
principals, along with several other key administrators (i.e., the district’s superintendent, 
assistant superintendent, and department chairs). This was done via e-mail during the 
summer, prior to the start of a new academic year. During this summer correspondence, I 
also explained to these gatekeepers the time frame and the teacher assistance needed for 
the study.  
Informed participant assent & parental consent. In order to obtain parental 
consent for the study, an information letter with consent language was distributed to all 
the orchestra students’ families one week prior to the survey. The letter explained the 
anonymous and voluntary nature of the survey in that no identifiers could be linked to 
any individual participant. Furthermore, the letter explained the possible risks involved in 
taking the survey; any possible harm that one might experience would be no more than 
what one might encounter daily in class or at school (see Appendix C). Before 
proceeding with the survey, students were asked to indicate assent to the study by 
checking “yes” to the statement: “I have read all the information and wish to complete 
the survey,” which could be found on the cover page of the survey booklet. 
Data analysis. Assuming a linear relationship between variables in the current 
study, the hierarchical multiple regression analysis was useful because I was able to 
examine and explain the variance in relationships between the variables with several 
predictors present concurrently (Field, 2013; Miethe & Gauthier, 2008). I used SPSS 
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(version 22) for all data analyses. 
To address the first research question, I conducted a single two-step hierarchical 
multiple regression analysis to examine the relationship between relative autonomy index 
(RAI) and the fulfillment of the three psychological needs. I hypothesized that need 
fulfillment would contribute to the variance in RAI. I also examined the predictability of 
autonomy, competence, and relatedness on the overall outcome of RAI. In this regression 
model, the dependent variable was RAI; gender, grade level and proficiency level were 
entered in block 1 of the model as control variables; autonomy fulfillment, competence 
fulfillment, and relatedness fulfillment were entered in block 2 as the independent 
variables.  I used Pearson partial correlation analysis to establish relationships among all 
key study variables and to identify possible violation of the assumption of 
multicollinearity. Partial correlation was used in order to remove any effects observed as 
a result of the control variables. 
For the second research question, which examines the relationships between the 
types of autonomous regulation and participants’ future intention profile variables, I 
hypothesized that different types of autonomous motivation would relate to short-term 
intention, medium-term intention, and long-term intention. I subsequently examined the 
predictability of autonomous regulation on the overall outcomes of students’ engagement 
intention profiles. For this data analysis, the dependent variables were short-term 
intention, medium-term intention, and long-term intention; the independent variables 
were external regulation, introjected regulation, identified regulation, and intrinsic 
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regulation. The variables of gender, grade level, and proficiency level were included as 
control variables. 
Chapter Summary 
 In this chapter, I described the method with which I used to examine (a) the 
relationship between psychological needs fulfillment and music students’ motivation, and 
(b) the relationship between motivation types and music engagement intentions. This 
current cross-sectional quantitative study incorporated convenience and purposive 
sampling, using participants from one large unit school district in the Midwest (N = 706). 
An author-designed survey was used to (a) examine the levels of students’ psychological 
needs fulfillment in autonomy, cometence and relatedness, (b) identify students’ type of 
self-determined motivation along the theorized autonomous regulation spectrum, and (c) 
gather general information about the participants and their future music intentions 
profiles. Lastly, I described the research timeframe, the process of ethics approval, the 
procedures for administering the survey, and the plan for data analysis. The next chapter 





 In the current study, I examined high school orchestra students’ motivation to 
continue study music through the lens of self-determination theory. Specifically, I looked 
at (a) the association between needs satisfaction and students’ perceived autonomy-
supportive engagement within their ensemble, and (b) the association between different 
types of motivation and music students’ engagement intentions. Students’ autonomy-
supportive learning motivation was measured by relative autonomy index (RAI), and 
student music engagement intentions were measured by short-term intentions (STI), 
medium-term intentions (MTI), and long-term intentions (LTI). Grounded by Deci and 
Ryan’s (2002) self-determination theory, I hypothesized that (a) there is a positive 
relationship between needs satisfaction and autonomy-supportive learning motivation, 
and (b) different types of self-determined motivation regulations have different 
implications on students’ short-, medium-, and long-term intention of music engagement.  
 This chapter is divided into two parts, which correspond to the two research 
questions. In both parts, I present findings of the descriptive statistics (i.e., means, 
standard deviations, and correlations between all variables involved) and findings of the 
multiple regression analyses in the following sections.  
Research Question 1: Needs Fulfillment and Engagement Motivation 
 Descriptive statistics. Within the sample population, a general trend in autonomy, 
competence and relatedness can be observed for gender, grade level and technical level 
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through the comparing of means. The male population in the study had a higher mean 
score in al three needs fulfillment categories. Both male and female orchestra students 
generally scored highest in their relatedness fulfillment, followed by their competence 
fulfillment, and lowest in their autonomy fulfillment (Table 4.1). 
Table 4.1 
 
Group Statistics: Needs Fulfillment by Gender 
Needs Fulfillment Gender N Mean Std. Deviation Std. Error  
Total Autonomy 
Score 
Male 261 4.8819 1.01125 .06260 
Female 421 4.8785 1.09753 .05349 
Total Competence 
Score 
Male 260 5.3583 .98776 .06126 
Female 423 5.1434 .99117 .04819 
Total Relatedness 
Score 
Male 265 5.4371 1.06523 .06544 
Female 425 5.3776 1.17230 .05686 
 
 There is a general decline of mean scores in autonomy, competence and 
relatedness within the population from 9th grade to 11th grade. However, a noticeable 
rebound in autonomy, competence and relatedness scores is observed from 11th to 12th 
grade. Students from all grade levels generally scored highest in their relatedness 
fulfillment, followed by competence fulfillment, and lowest in their autonomy fulfillment 
(Table 4.2).  
Table 4.2 
 
Group Statistics: Needs Fulfillment by Grade Level 
Needs Fulfillment Grade N Means Std. Deviation Std. Error 
Total Autonomy 
Score 
9th grade 241 4.9730 .99179 .06389 
10th grade 176 4.8911 1.06844 .08054 
11th grade 155 4.7043 1.13636 .09127 
12th grade 116 4.9009 1.07181 .09952 
Total Competence 
Score 
9th grade 241 5.2324 .92968 .05989 
10th grade 175 5.2114 1.04209 .07877 
11th grade 154 5.2078 .99988 .08057 
12th grade 119 5.2633 1.04748 .09602 
Total Relatedness 
Score 
9th grade 244 5.4563 1.04117 .06665 
10th grade 177 5.3861 1.23285 .09267 
11th grade 156 5.2756 1.14248 .09147 
12th grade 119 5.4874 1.13789 .10431 
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 Students in Symphonic Orchestra, which is the second lowest technical level 
ensemble, reported the lowest scores in all three types of needs fulfillment. Students from 
all six technical level groups scored highest in relatedness fulfillment, followed by 
competence, and lowest in autonomy fulfillment (Table 4.3). 
Table 4.3 
 
Group Statistics: Needs Fulfillment by Ensemble Level 
Needs Fulfillment Ensemble N Mean Std. Deviation Std. Error 
Total Autonomy 
Score 
Concert Orchestra 139 4.9005 1.07146 .09088 
Symphonic Orchestra 139 4.7614 1.16823 .09909 
Symphonic Strings 139 5.0168 1.02668 .08708 
Concert Strings 92 5.0507 .84794 .08840 
Chamber Orchestra 107 4.7539 1.12838 .10908 
Chamber Strings 73 4.7306 1.04624 .12245 
Total Competence 
Score 
Concert Orchestra 137 5.1642 1.01942 .08709 
Symphonic Orchestra 137 5.0584 .99377 .08490 
Symphonic Strings 139 5.4089 1.02431 .08688 
Concert Strings 93 5.3405 .77861 .08074 
Chamber Orchestra 108 5.1512 1.05275 .10130 
Chamber Strings 76 5.2632 .99899 .11459 
Total Relatedness 
Score 
Concert Orchestra 139 5.3345 1.02475 .08692 
Symphonic Orchestra 140 5.1417 1.35119 .11420 
Symphonic Strings 140 5.4952 1.17374 .09920 
Concert Strings 94 5.6117 1.07746 .11113 
Chamber Orchestra 108 5.5247 .99865 .09610 
Chamber Strings 76 5.3531 1.07943 .12382 
 
Each participant in the study was assigned a final RAI score based on his/her 
survey response. The RAI scores indicated the extent to which the participants perceived 
their activity engagement as a result of their own volition. I conducted a Pearson partial 
correlation analysis to examine the association between students’ RAI scores and the 
fulfillment of their psychological needs (autonomy, competence, and relatedness). The 
partial correlation analysis controlled for the effects of gender, grade level, and 
proficiency level. As can be seen in Table 4.4, all key study variables were correlated 
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with statistical significance, and no associations were so highly correlated that they 
suggested potential multicollinearity issues. 
Table 4.4 
 
Partial Correlation Analysis-RQ1 (N = 659) 
Variables 1 2 3 4 M SD 
1. RAI -    4.53 4.65 
2. Autonomy  .544** -   4.88 1.065 
3. Competence  .426** .538** -  5.22 1.00 
4. Relatedness  .422** .576** .397** - 5.39 1.14 
Note. *p < .05; **p < .01 (2-tailed). RAI = relative autonomy index. 
 
Results of this correlation analysis indicate strong positive correlations between 
RAI and all three need fulfillment categories (N = 659, all r’s = .40 to .54, p < .01). 
Autonomy fulfillment had the highest positive correlation to RAI (r = .54), supporting 
that students within the sample who reported a fulfillment in autonomy were more likely 
to report experiencing an autonomy-supportive engagement in their ensemble 
participation. Competence fulfillment and relatedness fulfillment were also positive 
correlated to student RAI at a comparable and moderate strength level of r = .43 and r = 
.42 respectively, indicating that students within the sample who reported a higher level of 
competence and relatedness were also more likely to experience a higher level of 
autonomy-supportive music engagement. 
Multiple regression analysis—RAI. A two-step hierarchical multiple regression 
analysis was conducted with RAI as the dependent variable, using the enter method 
(Cohen, 2003). The control variables of gender, grade level and proficiency level were 
entered in step 1 of the regression, which was followed by the fulfillment of the 
psychological needs of autonomy, competence, and relatedness as independent variables 
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in step 2. 
The results of the regression analysis indicated gender and grade level were not 
significant predictors of RAI (p > .05) in Model 1. Proficiency level (β = .18) did account 
for approximately 3.6% of the total variance in this model, R2 = .036, F(3, 655) = 8.154, 
and the change in R2 was statistically significant at p < .01. 
In Model 2, introducing the three psychological needs as predictors explained an 
additional 32.3% of the total variance, R2 = .359, F(3, 652) = 60.732. This change in R2 
was statistically significant (p < .01). All three psychological needs were significant 
predictors in Model 2, with autonomy fulfillment having the strongest impact—autonomy 
(β = .37, p < .01), competence (β = .17, p < .01), and relatedness (β = .14, p < .01). The 
full model accounted for 36% of the total variance in RAI. Gender and grade level were 
not significant predictors in this model, and the effect of technical level diminished (β = 
.16). The R2 value was used to examine the magnitude of the effect size. According to 
Cohen (1988), this multiple regression model yielded a large effect size, which indicated 
a high degree of practical significance. Full model results are shown in Table 4.5. 
Table 4.5 
 
Summary of Hierarchical Multiple Regression Analysis for RAI (N = 659) 
Model R R2 Adj. R2 ΔR2 β Std. β t Sig. 
Model 1 .190 .036 .032 .036     
         Gender     -.685 -.072 -1.864 .063 
         Grade Level     -.065 -.015 -.375 .708 
         Proficiency Level     .514 .181 4.397 .000 
Model 2 .599 .359 .353 .323     
         Gender     -.491 -.051 -1.618 .106 
         Grade Level     .037 .009 .261 .794 
         Proficiency Level     .462 .163 4.811 .000 
        Autonomy      1.596 .365 8.672 .000 
         Competence     .789 .169 4.468 .000 
         Relatedness     .564 .138 3.570 .000 
Note. RAI = Relative autonomy index. 
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Research Question 2: Autonomous Regulation Types and Music Intentions 
Descriptive statistics. For this research question, participants were asked to 
describe their short-term intentions (STI), medium-term intentions (MTI), and long-term 
intentions (LTI) in musical engagement by responding to three statements using a 7-point 
Likert scale. Each item served as a dependent variable in the subsequent analyses. Within 
the sample population, general trends in engagement intentions and motivation levels can 
be observed by comparing means scores within gender, grade level and technical level.  
Both male and female students in the sample population in general reported 
lowest mean scores in their long-term intentions and highest mean scores for their 
medium-term intentions, indicating that people were more certain about their enrollment 
in the following year than they were certain about playing long-term. Female students in 
the population reported higher score in their medium-term intentions than their male 
counterpart, suggesting that female students were more likely to sign up for orchestra the 
following year than the male students (Table 4.6). 
Table 4.6 
 
Group Statistics: Engagement Intentions by Gender 
Engagement Intentions Gender N Mean Std. Deviation Std. Error 
Short-Term Outlook Male 267 4.67 1.778 .109 
Female 430 4.70 1.768 .085 
Medium-Term Outlook Male 267 5.57 2.059 .126 
Female 429 5.92 1.860 .090 
Long-Term Outlook Male 265 3.80 2.195 .135 
Female 429 3.82 2.164 .104 
 
Participants in all grade levels yielded lowest mean scores in long-term intentions 
and highest mean scores in medium-term intentions, indicating that people were more 
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certain about their enrollment in the following year than they were certain about playing 
long-term. There is a noticeable decline in the medium-term intention level for the 12th 
grade students, which was expected as these students were exiting high school and were 
likely uncertain of their orchestra participation the following year. A general increase in 
short-term and long-term intentions was observed in all grade levels, indicating that the 
older the participants, the less frequently they thought about quitting, and the more they 
could see music being a part of their adult lives (Table 4.7). 
Table 4.7 
 
Group Statistics: Engagement Intentions by Grade Level 
Engagement Intentions Grade N Mean Std. Deviation Std. Error 
Short-Term Outlook 9th grade 246 4.56 1.769 .113 
10th grade 178 4.57 1.794 .134 
11th grade 157 4.82 1.697 .135 
12th grade 121 4.93 1.799 .164 
Medium-Term Outlook 9th grade 246 5.83 1.900 .121 
10th grade 178 5.96 1.858 .139 
11th grade 157 6.40 1.427 .114 
12th grade 120 4.67 2.262 .206 
Long-Term Outlook 9th grade 244 3.39 2.120 .136 
10th grade 178 3.84 2.214 .166 
11th grade 157 4.12 2.194 .175 
12th grade 120 4.16 2.058 .188 
 
Scores for students in all technical levels generally revealed a positive trend in 
engagement intentions at all three intention levels. Participants from all technical levels 
reported lowest scores in their long-term intentions and highest scores for medium-terms 
intention, indicating that people were more certain about their enrollment in the following 
year than they were certain about playing long-term. Also, these trends indicate that 
technical level plays a role in students’ intentions to continue for students, regardless of 




Group Statistics: Engagement Intentions by Technical Level 
Engagement Intentions Ensemble Level N Mean Std. Deviation Std. Error 
Short-Term Outlook Concert Orchestra 139 4.29 1.804 .153 
Symphonic 
Orchestra 
141 4.45 1.815 .153 
Symphonic Strings 141 4.65 1.797 .151 
Concert Strings 96 4.92 1.709 .174 
Chamber Orchestra 109 5.01 1.675 .160 
Chamber Strings 77 5.09 1.632 .186 
Medium-Term Outlook Concert Orchestra 139 5.60 2.119 .180 
Symphonic 
Orchestra 
141 5.49 2.199 .185 
Symphonic Strings 140 5.73 2.003 .169 
Concert Strings 96 6.21 1.406 .144 
Chamber Orchestra 109 5.99 1.675 .160 
Chamber Strings 77 6.04 1.810 .206 
Long-Term Outlook Concert Orchestra 138 2.85 1.944 .165 
Symphonic 
Orchestra 
141 3.48 2.130 .179 
Symphonic Strings 141 3.89 2.227 .188 
Concert Strings 95 4.09 2.134 .219 
Chamber Orchestra 109 4.16 1.996 .191 
Chamber Strings 76 5.14 1.971 .226 
 
For motivation types, both male and female participants within the sample 
population reported the lowest scores in their extrinsic regulation and the highest scores 
in their intrinsic regulation. Female students in the population, in general, reported 
slightly higher scores in all four motivation types (Table 4.9). 
Table 4.9 
 
Group Statistics: Motivation Types by Gender 
Motivation Type Gender N Mean Std. Deviation Std. Error 
External Regulation Score Male 264 3.6705 1.26025 .07756 
Female 428 4.0578 1.19597 .05781 
Introjected Regulation Score Male 264 4.7131 1.23376 .07593 
Female 428 5.1676 1.16751 .05643 
Identified Regulation Score Male 266 5.5288 1.30545 .08004 
Female 430 5.6605 1.23657 .05963 
Intrinsic Regulation Score Male 266 5.7594 1.32338 .08114 
Female 429 5.9499 1.17103 .05654 
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Participants in all grade levels reported lowest scores for extrinsic regulation and 
highest scores for intrinsic regulation. The means analysis revealed that autonomously-
oriented motivation types, such as identified and intrinsic, increased from 11th to 12th 
grade; the controlled-oriented motivation type, such as introjected and external, decreased 
from 11th to 12th grade (Table 4.10).  
Table 4.10 
 
Group Statistics: Motivation Types by Grade Level 
Motivation Type Grade N Mean Std. Deviation Std. Error 
External Regulation Score 9th grade 246 4.0600 1.20319 .07671 
10th grade 175 3.8371 1.19532 .09036 
11th grade 156 4.0208 1.22341 .09795 
12th grade 121 3.5785 1.29060 .11733 
Introjected Regulation Score 9th grade 244 5.1148 1.17245 .07506 
10th grade 177 5.0042 1.15228 .08661 
11th grade 157 4.9061 1.21733 .09715 
12th grade 120 4.8563 1.34518 .12280 
Identified Regulation Score 9th grade 247 5.6586 1.22822 .07815 
10th grade 177 5.6855 1.18050 .08873 
11th grade 157 5.4968 1.38398 .11045 
12th grade 121 5.5537 1.27625 .11602 
Intrinsic Regulation Score 9th grade 247 5.9322 1.17810 .07496 
10th grade 177 5.9308 1.26320 .09495 
11th grade 157 5.7309 1.35683 .10829 
12th grade 120 5.8917 1.10182 .10058 
 
Participants in all technical levels reported lowest scores for extrinsic regulation 
and highest scores for intrinsic regulation. An increasing trend in identified and intrinsic 
regulations and a decreasing trend in introjected and external regulations can be observed 






Group Statistics: Motivation Types by Technical Level 
Motivation Type Ensemble Level N Mean Std. Deviation Std. Error 
External Regulation 
Score 
Concert Orchestra 139 4.1565 1.16224 .09858 
Symphonic Orchestra 139 4.0773 1.19815 .10163 
Symphonic Strings 140 3.8036 1.08488 .09169 
Concert Strings 96 4.0078 1.26619 .12923 
Chamber Orchestra 108 3.7940 1.31660 .12669 
Chamber Strings 77 3.3766 1.36306 .15534 
Introjected 
Regulation Score 
Concert Orchestra 138 5.0815 1.15621 .09842 
Symphonic Orchestra 140 4.8696 1.29487 .10944 
Symphonic Strings 141 4.8972 1.17681 .09911 
Concert Strings 95 5.1553 1.21065 .12421 
Chamber Orchestra 109 5.0459 1.21009 .11591 
Chamber Strings 76 4.9276 1.28375 .14726 
Identified Regulation 
Score 
Concert Orchestra 140 5.5143 1.30263 .11009 
Symphonic Orchestra 140 5.3238 1.38736 .11725 
Symphonic Strings 141 5.5768 1.28969 .10861 
Concert Strings 96 5.8403 1.11762 .11407 
Chamber Orchestra 109 5.7309 1.27292 .12192 
Chamber Strings 77 5.8571 1.03651 .11812 
Intrinsic Regulation 
Score 
Concert Orchestra 140 5.8464 1.22936 .10390 
Symphonic Orchestra 140 5.5964 1.51182 .12777 
Symphonic Strings 141 5.8617 1.19539 .10067 
Concert Strings 96 6.0339 1.14399 .11676 
Chamber Orchestra 109 5.9839 1.17422 .11247 
Chamber Strings 76 6.0888 .91715 .10520 
 
A Pearson partial correlation analysis was conducted to examine the association 
between the music engagement intention variables (STI, MTI, and LTI) and the types of 
autonomous regulation (external, introjected, identified, and intrinsic regulation). The 
partial correlation analysis controlled for gender, grade level, and proficiency level. Table 
4.12 illustrates all key study variables were correlated with statistical significance and 






Partial Correlation Analysis-RQ2 (N = 684) 
  
Variables 1 2 3 4 5 6 7 M SD 
1. STI -       4.70 1.76 
2. MTI .421** -      5.80 1.93 
3. LTI .400** .445** -     3.81 2.17 
4. External -.180** -.083* -.123** -    3.91 1.23 
5. Introjected  .153** .161** .170** .425** -   4.99 1.21 
6. Identified  .493** .383** .457** -.097* .479** -  5.61 1.26 
7. Intrinsic  .518** .408** .462** -.132** .416** .831** - 5.88 1.24 
Note. *p < .05; **p < .01 (2-tailed). STI = Short-term intention. MTI = Medium-term intention. LTI 
= Long-term intention. 
 
Results of this correlation analysis indicated statistically significant correlations 
(N = 684, all r’s = -.10 to .52, p < .01) among all key variables to be examined in this 
research question. The variable short-term intentions was negatively correlated to 
external regulation (r = -.18), indicating that students within the sample exhibited 
negative participation attitude as their experience of external regulation increased. STI 
was positively correlated to introjected, identified, and intrinsic regulation at a 
statistically significant level (p < .01), indicating that the strength of their correlations 
also increased as each type of regulation moved toward the autonomous end of the 
motivation continuum. The positive correlation between STI and introjected regulation 
was weak (r = .15), while correlation between STI and intrinsic regulation was strong (r 
= .52). There was similar association between STI and identified regulation (r = .49). 
The four different types of self-determined motivation also correlated differently 
with medium-term intention (MTI) at a significant level. There was a small, negative 
correlation between MTI and external regulation (r = -.08, p < .01), suggesting that 
students within the sample who reported feelings of complete lack of autonomy also 
reported higher intention of dropping orchestra in the following year. MTI was positively 
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correlated to introjected, identified and intrinsic regulation at a statistically significant 
level (p < .01). Similar to STI, there was a strengthening of correlation as each type of 
motivation shifted in the direction of the autonomous end of the self-regulated motivation 
continuum. The analysis indicated a weak positive correlation between MTI and 
introjected regulation (r = .16), followed by a moderate strength correlation between MTI 
and identified regulation (r = .38), and a slightly stronger yet correlation between MTI 
and intrinsic regulation (r = .41). Together, this increase in association between 
motivation types and MTI indicated that participants who reported more autonomously 
oriented motivation also were more likely to continue their music studies, and enroll in 
orchestra the following school year. 
Lastly, the four different types of motivation also correlated differently with long-
term intentions (LTI) at a significant level. There was a small, negative correlation 
between LTI and external regulation (r = -.12, p < .01), supporting that students within 
the sample who reported feelings of complete absence of autonomy also reported more 
unlikelihood of extending musical studies into their adult lives. LTI was positively 
correlated to introjected, identified, and intrinsic regulation at a statistically significant 
level (p < .01). Consistent with STI and MTI, findings indicated a gradual strengthening 
in correlation as each type of motivation shifted closer to the autonomous end of the self-
regulated motivation continuum. The analysis indicated a weak positive correlation 
between LTI and introjected regulation (r = .17), which was followed by a moderate 
strength correlation between LTI and identified regulation (r = .46). The correlation 
between LTI and intrinsic regulation was, at r = .46. Together, this increase in association 
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between motivation types and LTI supported that study participants who reported more 
autonomously oriented motivation also were more likely to extend their music studies 
further into their adulthood. 
Multiple regression analysis—Short-term intentions (STI). A two-step hierarchical 
multiple regression analysis was conducted with STI as the dependent variable using the 
enter method (Cohen, 2003). The control variables of gender, grade level, and proficiency 
level were entered in step 1 of the regression. External, introjected, identified, and 
intrinsic regulations were entered in step 2. 
The results of the regression analysis indicated gender and grade level were not 
significant predictors of STI (p > .05) in Model 1. Proficiency level (β = .15) did account 
for 2.6% of the total variance in this model, R2 = .026, F(3, 687) = 6.115, the change in R2 
was statistically significant (p < .01). In Model 2, introducing the four types of self-
determined motivation as predictors explained an additional 29% of the variance in STI, 
R2 = .31, F(7, 687) = 44.015, and this change in R2 was also statistically significant (p < 
.01). The effect of proficiency level diminished (β = .06) and became statistically 
insignificant (p > .05) with the addition of the four motivation types into the regression 
equation. Significant predictors in Model 2 were intrinsic regulation (β = .34, p < .01), 
identified regulation (β = .23, p < .01), and external regulation (β = -.10, p < .05), with an 
influence of 29% of the total variance. Introjected regulation was not a significant 
predictor of STI in Model 2. The full model accounted for 31% of the variance in STI. 
The R2 value was used for measuring the magnitude of the effect size of the multiple 
regression analysis; the model revealed an effect size that suggested a high degree of 
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practical significance (Cohen, 1988). Results of the full regression model are shown in 
Table 4.13 below. 
Table 4.13 
 
Summary of Hierarchical Multiple Regression Analysis for Short-Term Intentions (STI) (N = 687) 
Model R R2 Adj. R2 ΔR2 Β Std. β t Sig. 
Model 1 .162 .026 .022 .026     
         Gender     .039 .011 .279 .780 
         Grade Level     .040 .025 .608 .543 
         Proficiency Level     .163 .151 3.720 .000 
Model 2 .558 .312 .305 .286     
         Gender     -.005 -.01 -.038 .970 
         Grade Level     .100 .062 1.800 .072 
         Proficiency Level     .067 .062 1.775 .076 
         External      -.139 -.097 -2.449 .015 
         Introjected      -.100 -.068 -1.543 .123 
         Identified      .320 .228 3.750 .000 
         Intrinsic      .485 .338 5.780 .000 
 
 
Multiple regression analysis—Medium-term intentions (MTI). A two-step 
hierarchical multiple regression analysis was conducted to predict MTI using external, 
introjected, identified, and intrinsic regulations as independent variables. Gender, grade 
level, and proficiency level were entered in step 1 of the multiple regression; external, 
introjected, identified, and intrinsic regulations were entered in step 2. 
Model 1 of the analysis indicated that gender, grade level, and proficiency level 
accounted for 5% of the total variance in MTI, and the results were significant, R2 = .05, 
F(3, 683) = 12.853, p < .01. Specifically, MTI was higher for girls than for boys (β = 
.11), for students in lower grade levels (β = -.20), and for students with higher 
proficiency levels (β = .17). In Model 2, adding the four types of autonomous motivation 
as predictors explained an additional 17% of the variance in MTI, R2 = .22, F(4, 679) = 
21.163, and this change in R2 was statistically significant (p < .01). Significant predictors 
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in this model were intrinsic regulation (β = .29, p < .01), and identified regulation (β = 
.15, p < .05), with an influence of 17% of the total variance. While gender, grade level, 
and proficiency remained as significant predictors, their effects diminished with the 
introduction of the four motivation types into the multiple regression equation. 
Introjected and external regulations were not significant predictors of MTI in Model 2. 
The R2 value suggested an effect size that suggested a high degree of practical 
significance (Cohen, 1988). The full model accounted for 22% of the variance in MTI. 
Full model results are shown in Table 4.14. 
Table 4.14 
 
Summary of Hierarchical Multiple Regression Analysis for Medium-Term Intentions (MTI)  
(N = 687) 
Model R R2 Adj. R2 ΔR2 β Std. β t Sig. 
Model 1 . 231 .053 .049 .053     
         Gender     .417 .105 2.813 .005 
         Grade Level     -.348 -.198 -4.953 .000 
         Proficiency Level     .203 .173 4.320 .000 
Model 2 .468 .219 .211 .165     
         Gender     .329 .083 2.380 .018 
         Grade Level     -.286 -.163 -4.433 .000 
         Proficiency Level     .131 .111 2.987 .003 
         External      -.037 -.023 -.553 .581 
         Introjected      -.041 -.026 -.551 .582 
         Identified      .230 .150 2.319 .021 
         Intrinsic      .445 .285 4.567 .000 
 
 
Multiple regression analysis—Long-term intentions (LTI). A two-step hierarchical 
multiple regression analysis was conducted with LTI as the dependent variable using the 
enter method. The control variables of gender, grade level, and proficiency level were 
entered in step 1 of the regression. External, introjected, identified, and intrinsic 
regulations were entered in step 2. 
Results of the regression analysis indicated that gender and grade level were not 
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significant predictors of LTI (p > .05) in Model 1. However, proficiency level (β = .27) 
did account for 8.2% of the total variance in this model, R2 = .078, F(3, 681) = 20.241; 
this change in R2 was statistically significant at p < .01. In Model 2, adding the four types 
of autonomous motivation as predictors explained an additional 22% of the variance in 
LTI, R2 = .298, F(4, 677) = 40.984, and this change in R2 was also statistically significant 
at p < .01. Significant predictors in model 2 were intrinsic regulation (β = .25, p < .01) 
and identified regulation (β = .25, p < .01), with an influence of 21.6% of the total 
variance. Proficiency level remained a significant predictor in the new equation; 
however, its effect diminished (β = .19) appreciably. Grade level was a non-predictor in 
Model 1 but did surface as a significant predictor (β = .074, p < .05) in Model 2. 
Introjected and external regulations were not significant predictors of LTI in this model. 
The R2 value was used for measuring the magnitude of the effect size of the multiple 
regression analysis. The model revealed an effect size that indicated a high degree of 
practical significance according to Cohen (1988).  The full model accounted for 30% of 
the variance in LTI. Full model results are shown in Table 4.15. 
Table 4.15 
 
Summary of Hierarchical Multiple Regression Analysis for Long-Term Intentions (LTI) (N = 685) 
Model R R2 Adj. R2 ΔR2 Β Std. β t Sig. 
Model 1 .286 .082 .078 .082     
         Gender     -.002 .000 -.012 .990 
         Grade Level     .068 .035 .878 .380 
         Proficiency Level     .361 .272 6.909 .000 
Model 2 .546 .298 .290 .216     
         Gender     -.081 -.018 -.545 .586 
         Grade Level     .146 .074 -4.433 .034 
         Proficiency Level     .258 .194 2.987 .000 
         External      -.083 -.047 -.553 .240 
         Introjected      -.074 -.042 -.551 .354 
         Identified      .425 .247 2.319 .000 
         Intrinsic      .444 .253 4.567 .000 
		 82 
Chapter Summary 
In this chapter, I detailed results obtained from the descriptive and inferential 
statistical analyses pertaining to my two research questions. Research question 1 focused 
on the association between psychological needs satisfaction and students’ autonomous 
music motivation, and research question 2 centered on the importance of association 
between self-determined motivation types and future music engagement intentions. 
Students’ perception of autonomy-supportive learning and overall sense of self-
determined motivation in the ensemble was measured by relative autonomy index (RAI), 
and student engagement intention profiles were measured by short-term intentions (STI), 
medium-term intentions (MTI), and long-term intentions (LTI).  
I discovered that satisfaction of the psychological needs positively contributed to 
the total variance in students’ relative autonomy index (p < .01). Autonomy fulfillment, 
competence fulfillment, and relatedness fulfillment collectively predicted students’ 
autonomy-supportive music engagement (R2 = .359). Data indicated that when music 
students’ needs for autonomy, competence, and relatedness are satisfied, they achieve or 
experience higher perception of self-determined motivation in their ensemble 
participation.  
External regulation, as expected, negatively correlated with short-term, medium-
term-, and long-term engagement intentions. Introjected regulation, on the other hand, 
while also considered a type of controlled regulation, positively correlated to engagement 
intentions at all three levels. The two types of autonomous regulations—identified and 
intrinsic regulation—positively correlated to engagement intentions at all levels, as 
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expected. My regression analysis revealed that, together, identified and intrinsic 
regulations accounted for 31% of the total variance in students’ short-term intentions (R2 
= .312); external, identified, and intrinsic regulations accounted for 22% of the total 
variance in students’ medium-term intentions (R2 = .219); and identified and intrinsic 
regulations accounted for 30% of the total variance in students’ long-term intentions (R2 
= .298). All indicated effect sizes suggested a moderate to high level of practical 
significance (Cohen, 1988). For the control variables of gender, grade level and technical 
level, technical level was the only one that predicted all three levels of future music 
intention. Gender was a significant predictor for MTI only. 
Findings of the study supported my hypothesis and echoed similar studies in the 
literature (Evans & McPherson, 2015; Reeve, 2002) in that autonomously motivated 
functioning leads to elevated level of engagement outcomes and more positive future 
outlook. Furthermore, different types of self-determined motivation regulations impact 
differently on students’ short-, medium-, and long-term intentions. Specifically, identified 
and intrinsic regulations positively predicted all three levels of engagement intentions; 
external regulation did not predict MTI or LTI, but it was a statistically significant 
predictor for STI; introjected regulation was a non-predictor of engagement intentions at 
all levels, contrary to what the correlation analysis might have suggested. More 
discussion of the findings and implications for future research are included in the 




DISCUSSION AND CONCLUSION 
 
 What motivates someone to begin the study of music? How can music directors 
enhance the quality of student motivation and help maximize their retention? 
Furthermore, what motivates students to extend their musical engagement into 
adulthood? Based on studies, motivation researchers have identified a wide range of 
intrinsic and extrinsic factors that influence students’ music motivation, suggesting a lack 
of unified solutions for motivating music students throughout high school and beyond 
(Babad, 1993; Bernard, 2008; Davidson, Moore, Sloboda & Howe, 1998; Legutki, 2010; 
McPherson, 2000; O’Neill, 1999). To date, much attention and effort has been given to 
the seeking and implementing of new instructional practices, but little to the connecting 
of fundamental principles (West & Clauhs, 2015). This, therefore, points to a dire need 
for music educators to be equipped with a unified and theory-driven understanding of 
why students are motivated to enroll in music (Evans, McPherson, Davidson, 2012), 
which is the purpose of my study.  
 I chose self-determination theory as the theoretical framework for its 
comprehensiveness—it explains the multifarious motivational phenomena in education 
and life domains, as well as the divergent research findings in the existing literature. 
Framed by this theoretical perspective, I first investigated the connection between needs 
fulfillment and high school music students’ motivation. To measure students’ motivation, 
I calculated their relative autonomy index (RAI), which is a SDT concept that describes 
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the extent to which the learners’ frame of reference is emphasized—engagement that 
reflects minimal external incentives, threats, and controlling language, and as a result, the 
learner’s senses of autonomy, competence, and relatedness satisfaction are maximally 
achieved (Black & Deci, 2000; Ryan & Connell, 1989). The relative autonomy index, 
simply put, was the sum of the four motivation types.  I hypothesized that needs 
fulfillment positively contributes to students’ motivation, or their experience of 
autonomy-supportive engagement. 
 Self-determination theory also posits that four types of self-regulation lie between 
the commonly accepted extrinsic and intrinsic dichotomy—external, introjected, 
identified and intrinsic regulation—each becomes more internalized than the one 
preceding it. For my second research question, I investigated the connection between the 
types of motivation and high school music students’ engagement intentions. I 
hypothesized that the more controlled regulation type, such as external and introjected, 
contributes to the diminishing of engagement intentions; and contrastingly, the more 
autonomous regulation type, such as identified and intrinsic, contributes to extended 
engagement intentions.  
 I surveyed 706 high school orchestra students in the Midwest using an instrument 
adapted from the existing Basic Psychological Needs Scale (BPNS) and Self-Regulation 
Questionnaire (SRQ) designed by Deci and Ryan. Following the precedents set by earlier 
research studies (Evans & McPherson, 2015; Legutki, 2010), BPNS–Orchestra identified 
students’ levels of needs satisfaction, and SRQ–Orchestra examined students’ types of 
self-determined motivation and their total perceived autonomy-supportive engagement.  
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Hierarchical multiple regressions shed light on the very issue of what motivates students 
to be self-determined in their own music learning, and, therefore, develop stronger 
personal desire to continued to study music.  
 My findings led me to conclude that there is a statistically significant positive 
connection between psychological needs fulfillment and high school students’ autonomy-
supportive engagement. I also found that different type of self-determined motivation 
have different implications on the outcomes of high school students’ engagement 
intentions. The following model of student music learning (See Fig. 5.1) is proposed 




Figure 5.1 Model of SDT in Student Music Learning. 
 
 
 This chapter is divided into two parts, and each part presents the major 
components in self-determination theory that pertained to the current study. Part 1 
focuses on the needs fulfillment aspect of the theory and its relationship to students’ 
perceived autonomy-supportive engagement. Part 2 focuses on the four types of 
motivation and their relationships to students’ engagement intention outcomes.   
Needs Fulfillment and Autonomy-Supportive Engagement in Music  
According to self-determination theory, people are likely to engage, or continue, 
in activities that allow them to satisfy their basic needs of autonomy, competence and 










wellness. Currently, there exists a wealth of studies that have examined broadly the 
relationships between basic psychological needs and internalized motivation; however, 
studies as such are very limited in music education. Furthermore, self-determination 
theory has been examined and used extensively and almost exclusively in non-musical 
settings to date (Deci & Ryan, 2012; Savard, 2012; Weiss, Amorose & Kipp, 2012). It 
was not until within the last decade that this theory began to receive attention from 
merely a handful of researchers in the realm of music education (Anguiano, 2006; Evans, 
2009; Legutki, 2010, Evans & McPherson, 2014).  
Following these precedents, in the first part of this study, I examined the 
association between needs satisfaction and high school orchestra students’ autonomy-
supportive learning, specifically, how the satisfaction in each of the three areas 
influenced this overall autonomy-supportive learning in their orchestra ensemble 
participation. I measured students’ autonomy-supportive music engagement by their RAI 
scores, or relative autonomy indexes (Deci & Ryan, 1998), which measures the 
participants’ motivation orientation and magnitude.  
My analyses revealed statistically significant and positive correlations between 
needs fulfillment in all three areas and students’ self-determined motivation to engage in 
music. Furthermore, findings indicated that autonomy fulfillment, competence fulfillment 
and relatedness fulfillment positively predicted high school orchestra students’ 
autonomy-supportive music engagement in their ensemble. Data showed orchestra 
students who reported fulfillment in autonomy, competence, and relatedness were also 
more likely to experience a higher level of autonomy-supportive music learning and 
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music making. These findings support and expand the findings of earlier music studies 
(Evans, McPherson, & Davidson 2012; Legutki, 2010) and studies outside of the music 
domain (Deci, Eghrari, Patrick & Leone, 1994; Savard, 2012).  
Reeve (2002) suggested that autonomy-supportive teachers have tremendous 
impact on students’ perceptions of self-determination, and that autonomy-supportive 
teaching and learning practices must be learned. With this in mind, it may be beneficial 
for classroom music teachers to practice design music lessons that target all three of the 
students’ psychological needs, which demonstrably increases their students’ self-
determined music engagement. It is important to note that, in the current study, autonomy 
fulfillment had the strongest predictive power among the three needs, and relatedness 
fulfillment had the weakest predictive power in the group. Further investigation of this 
disproportionality using more refined analysis techniques (e.g., structural equation 
modeling) could be beneficial, as it may establish the roles of each of the three needs 
more clearly. Such knowledge would allow teachers to deliver better and highly 
differentiated instruction. 
Findings of this study confirmed my hypothesis that there is appositive 
relationship between music students’ psychological needs fulfillment and their self-
determined motivation to engage in musical activities. This study provides a unique 
perspective on motivation in music education, a perspective that supports the importance 
of self-determination theory. Findings of the current study also confirm and expand the 
findings of other existing studies for both music and non-music disciplines. 
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Types of Motivation Regulation and Music Engagement Intentions 
 Self-determination theorists maintain that there are four types of self-regulation in 
the motivation continuum. In music, the external regulation describes one’s sense of drive 
to study music as based on external factors such as rewards, incentives, or other external 
pressures (e.g., “Because I want the teacher to say nice things about me”). The introjected 
regulation category describes a partially internalized form of music continuing motivation 
that is still quite controlled and regulated by external factors. Students functioning within 
this type of regulation may participate in an activity as a result of guilt and shame, or to 
maintain self-worth, and not fully participating in it as the result of their own volition 
(e.g., “Because I would feel guilty if I performed poorly”). The identified regulation 
category is seen as the next phase, and more autonomous phase, of the internalization on 
the motivation continuum. During this stage, music students have identified their musical 
studies as personally relevant, important, and worth doing (e.g., “Because music is 
important to my personal growth”). Lastly, the intrinsic regulation category, also the most 
autonomous phase, describes students having fully recognized their musical engagement 
as congruent with other aspects of the self. (e.g., “Because I love playing my 
instrument”). 
In the second part of my research, I hypothesized that these different levels of 
self-regulated motivation impacted students differently on their decisions to enroll in 
musical studies in the future. Specifically, I hypothesized that the theoretical constructs of 
identified and intrinsic regulations would have a positive influence on students’ current 
participating attitude (short-term intentions); enrollment decision for next year (medium-
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term intentions); and decision to extend music engagement into adulthood (long-term 
intentions). Conversely, the theoretical constructs of introjected and external regulations 
would have a negative influence on these engagement intentions. The following sections 
discuss each of the intentions and their connection to the different types of motivation in 
greater detail. 
Short-term intentions. This variable was labeled “short-term” intentions because it 
helped clarify if quitting orchestra at that moment was an option, would the students have 
considered it. The inclusion of this variable was important because this feature of the 
study allowed me to examine the relationship between each motivation type and students’ 
current-most engagement attitude, which has important implications for school ensemble 
teaching. Both intrinsic and identified regulations were positively correlated to students’ 
short-term intention. Together, intrinsic regulation and identified regulation predicted 
31% of the total variance in students’ short-term intention with statistical significance. 
Findings indicated that students with higher identified regulation and intrinsic regulation 
motivation types reported having less frequent thoughts about quitting if it were an 
immediate option. 
These results support findings of earlier studies, both in music (Lamont, 2012; 
Lucas, 2011; Sinnamon, Moran & O’Connell, 2012) and other academic areas 
(Csikszentmihalyi, Connel & Beegle, 2007; Deci & Ryan, 2002). For example, intrinsic 
qualities in students’ music participation are important for students’ enjoyment of 
musical studies and musical performance. Additionally, students with higher intrinsic 
regulatory tendency are more likely to demonstrate persistence in self-improvement 
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activities, such as practicing more days per week, having longer practice sessions, and 
being able to identify specific strategies to attain more specific performance goals 
(McPherson & Zimmerman, 2002, 2006).  
Schmidt (2005) also suggested that there is a strong connection between students’ 
motivation orientation and commitment to musical studies. The researcher found that 
intrinsic motivation positively predicted music students’ performance success, 
concluding that, “(music) students may respond best to intrinsic aspects of instrumental 
music rather than extrinsic aspects” (Schmidt, 2005, p. 144). The current study replicated 
this finding and further supported that qualities of both intrinsic and identified regulations 
impact students’ short-term intention because music engagement resulting from these 
motivation types is demonstrably more personally meaningful and enduring.  
 It is interesting to note that external regulation, which is a control-oriented 
motivation type, predicted short-term intentions negatively. This may seem 
counterintuitive, as people tend to believe that extrinsic motivation, such as offering 
tangible rewards or verbal praises, can lead to achieve desirable motivational outcomes. 
And, students seem to respond favorably to external motivators as well. Students 
functioning within this regulation likely are preoccupied with thoughts like: “I want 
teachers to say nice things about me,” “I want people to think highly of me,” “I must do 
what’s suggested so I can get a good grade in this class.” This obligated thinking 
undoubtedly has negative results on motivation. Even when they do receive these positive 
rewards, it is possible that the euphoric feelings associated with these external means, 
such as praises and high assignment grades, are only temporal; once student become 
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fixated on external regulation, without frequent and more intensified treatment, they may 
experience withdraw, plateau of passion, deflated sense of self-worth, have negative 
attitude, and may eventually loose interest in the activity altogether. This finding is also 
echoed in earlier studies in the areas of achievement goals and self-efficacy, both in and 
outside of the music context. In studies that examined the effects of extrinsic motivation 
(Ames, 1984 & 1992; Nicolls, 1984, Legutki, 2010, McPherson & Zimmerman, 2006), 
researchers have found that while both intrinsic and extrinsic motivation play an 
important role, extrinsically regulated behaviors may do more harm than good in helping 
student develop ownership of learning and maintaining positive attitudes in their music 
learning. Adverse effects may include losing interest, experiencing low self-concept, and 
demonstrating minimal personal engagement or effort. It seems, as suggested by Ames 
(1992), that students are motivated by personally meaningful goals.  
Medium-term intentions. I examined students’ medium-term intentions because it 
provided a direct link between the different types of self-determined motivation and 
students’ speculations on orchestra enrollment in the following school year. Student 
response for this variable ranged from “It is highly unlikely that I will sign up for 
orchestra next year,” to “It is highly likely that I will sign up for orchestra next year.” 
Findings from the current study indicated that intrinsic regulation and identified 
regulation, explained 22% of the total variance in students’ decision to enroll in music the 
following year. Strong positive correlations were found between students’ decision to 
sign up for orchestra the following year and students who reported higher level of 
intrinsic and identified regulations. Together, this regression model for students’ 
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medium-term intention had a R2 value of 0.22, which, according to Cohen (1988), 
suggested a moderately high degree of practical significance. These data indicate that 
orchestra students in the current study with more autonomous outlook (i.e., higher 
intrinsic and identified regulation scores) were more likely to sign up for orchestra again. 
Furthermore, this suggests that elements of identified regulation may also be salient in 
students’ consideration of the medium-term future. 
This result supports and extends the findings of earlier music studies (Legutki, 
2010; O’Neill, 1999) in that when students are autonomously regulated, they are more 
likely to persist and to continue in their musical studies in school settings. The data also 
support previous research concerning the connection between students’ utilitarian values 
(i.e., identified regulation) and intrinsic values (i.e., intrinsic regulation) of music making 
and why students drop out. McPherson and Hendricks (2010) suggested that, while 
intrinsic values proved to be a strong predictor of music participation, many students still 
choose subjects because they believe those subjects have utility value and will guarantee 
future success (e.g., “it is important for my future that I perform well in music.”).  
Interestingly, external regulation and introjected regulation did not predict 
students’ decision to sign up for orchestra next year. This result suggests that feeling of 
being controlled, manipulated, or feeling lack in autonomy while participating in music 
did not necessarily have a negative or positive impact on students’ decision to sign up for 
orchestra the following year as it did on students’ short-term intention. What this finding 
may also suggest is that, while various external means (controlling or manipulating) in 
the educational setting may appear effective for motivating students to sign up for their 
		 94 
music ensemble the following year, the impact of such motivation may be only temporary 
and inconclusive.  
As an ancillary finding of the study, gender showed up as a positive significant 
predictor for medium-term intentions only (albeit the connection was weak), suggesting 
that even though male and female students may exhibit similar short-term and long-term 
intention tendencies, when it comes to actually signing up for orchestra the following 
year, female orchestra students are more likely to do so than male orchestra students. 
Consistent with Kinney’s (2010) findings that student gender is a significant predictor for 
student retention in a music program, findings of the current study also indicate similar 
effects. These findings may be a reflection of the larger female population, or the 
perception that orchestra is a more feminine school activity. However, findings of the 
current study may also support that students’ decision to extend music engagement 
beyond just the following year and well into their adult lives is not affected by their 
gender. This is consistent with Legutki’s (2010) findings that gender does not 
significantly contribute to the variance of important variables in music engagement, such 
as interest, enjoyment, effort and value in high school band students.   
Long-term intentions. Long-term intentions differed from medium-term and short-
term intentions in that it asked the students to speculate a point in time well into their 
future. It is important that this psychological construct was considered because it allowed 
me to examine the association between the four levels of motivation regulations and the 
intensity of students’ intentions to pursue; understanding of such has important 
implication for music teaching and learning.  
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Strong correlations were found between students’ future intention to pursue music 
and all four of the theoretical motivation regulation types (extrinsic, introjected, 
identified, and intrinsic). Furthermore, a hierarchical multiple regression analysis was 
performed using the four autonomous regulations to predict students’ long-term intention; 
only intrinsic regulation and identified regulation predicted the longevity of students’ 
intention of pursuit in music beyond high school with statistical significance. This 
regression model for long-term intention had a R2 value of 0.30, indicating a high degree 
of practical significance. Data suggest that students in the sample who were more 
autonomously regulated reported higher likelihood of extending musical studies in their 
adult lives; additionally, the higher their perceived autonomy-supportive learning, the 
longer their predicted intention of engagement. Campbell, Connell and Beegle (2007) 
suggested that intrinsic and identified qualities in one’s music participation are important 
to why students will continue their musical studies or engagement in their adult lives, as 
students with higher autonomous regulatory tendency are more likely to develop a 
stronger internalized musical identity.   
These results echo and extend the finding of a recent study by Evans and 
McPherson (2014) in which “long-term identity” was used as a predictor of level of 
music internalization, and their study hypothesized a link between students’ long-term 
musical identity and their internalized music motivation. These researchers suggested that 
when children expressed a long-term view on their musical engagement, it indeed 
represented a highly internalized sense of musical identity for the children, which then 
predicted performance achievement. In their study, students who expressed long-term 
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music identity early on had demonstrably higher motivation and later success as they 
practiced more and showed more persistence in their musical engagement. Similarly, 
findings of the current study suggest a positive connection between highly internalized 
self-determined motivation (i.e., identified regulation and intrinsic regulation) and music 
students’ long-term intention of pursuit. That is, students with a higher level of intrinsic 
motivation also were able to see themselves pursuing music longer in the future; they had 
a more positive view of their future musical self. Together, these two studies may suggest 
a reciprocal relationship between students’ identified music intentions and their 
autonomously regulated motivation types.  
Additionally, the current study supports and extends Evans and McPherson’s 
(2015) study by providing a different context within which students’ long-term intention 
was examined. Evans and McPherson looked at children beginning in a common music 
context (i.e., elementary band), but progressing to many different participation patterns in 
music learning over a period of 10 years; the present study presented a cross-sectional 
analysis that looked at a sample of high school age students (grades 9 to 12) at a specific 
point in time. One added benefit to my approach was that, because data were collected all 
at once, participants’ quitting prior to the completion of the study was a non-issue. 
Though cause-and-effect relationships were established with reservation, the cross-
sectional approach helped identify several possible areas for future research (i.e., what 
types of motivation might be most beneficial to which engagement intention at what age, 
or whether a reciprocal relationship exists between needs fulfillment and music ensemble 
participation). 
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In summary, data from the current study indicate that intrinsic and identified 
motivation types positively predicted the students’ short-, medium-, and long-term 
intentions for their music participation. Furthermore, effect sizes for all statistically 
significant results related to the multiple regression analyses were large, suggesting a 
high practical significance. These results support findings of earlier studies, both in music 
(Campbell, Connell & Beegle, 2007; Evans & McPherson 2012; Lamont, 2012; Legutki, 
2010; Lucas, 2011; Sinnamon, Moran & O’Connell, 2012) and other academic areas 
(Csikszentmihalyi, Rathunde & Whalen, 1993; Deci & Ryan, 2002), suggesting that 
identification or instillation of autonomous regulations in music students’ engagement 
may have important implications for students’ enjoyment level, decision to enroll next 
year, and intention to pursue music as a life-long activity.    
External regulation was a statistically significant predictor for short-term intention 
but not for medium- or long-term intentions, indicating that students who experienced 
external regulation, or the highest level of being controlled (i.e., receiving external 
rewards or avoiding punishments), as a part of their ensemble participation also reported 
the highest frequency of thoughts about quitting orchestra. Interestingly, although 
students may “think about quitting all the time,” whether or not they actually quit is 
another story. In the current study, external regulation did not predict students’ medium-
term intention (e.g., enrollment decision for the following year) and their long-term 
intention (e.g., becoming a life-long practitioner of music). Furthermore, introjected 
regulation—a type of motivation that is also quite controlling, such as avoidance of 
shame and guilt, or attainment of ego-enhancing affects, did not predict any of the music 
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engagement intentions (short-term, medium-term, and long-term) in high school 
orchestra students. Although this indication may seem peculiar and contradictory to what 
one might expect, there is evidence to support that experiencing of guilt, avoidance of 
disappointing parents, or the desire to make parents or important adults feel proud can 
positively impact students’ decision to continue orchestra the following year (Corenblum 
& Marshall, 1998; McPherson, 2000/2001; Sichivitsa, 2003). Corenblum and Marshall 
(1998) found teachers’ positive appraisal of students predicted student intention to sign 
up for band the following year.  
It would appear that seeking affirmation from important adults is a source of 
motivation that is a form of introjected regulation. More research is needed to understand 
more clearly the importance of the association between introjected regulation and 
students’ decision to engage and persist in musical studies. Perhaps more sophisticated 
statistical analysis techniques, such as confirmatory factor analysis or structural equation 
analysis could be incorporated in order to explain the role of introjected and identified 
regulations in student motivation in more detail. 
Implications for Teaching 
 As mentioned in the introduction chapter, it was hoped that the findings of the 
current study would contribute to the development and refinement of educators’ 
instructional approaches for motivating students. Whether it is to better understand how a 
student is or is not motivated in a music class, or to improve a teacher’s own instructional 
delivery style, the self-determination theoretical perspective in music education focuses 
on the development of an autonomy-supportive teacher who, in turn, cultivates and 
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expects autonomy-supportive learning in every student. Findings from the current study 
illustrated a positive connection between satisfaction in autonomy, competence, and 
relatedness and music students’ overall perception of autonomy-supportive learning. 
Furthermore, findings from the study indicated that students who reported a more 
positive engagement outlook and had longer future intentions in music also had higher 
levels of autonomous regulations. These findings are consistent with earlier studies of 
self-determination theory, both in and outside of the music education context (Evans, 
2009; Legutki, 2010). Based on these findings, I provide implications for music teaching 
in the following areas: (a) rehearsal strategy, (b) program retention, and (c) parent 
education. 
Rehearsal strategy. To be sure, autonomy should not be interpreted as allowing 
the students do whatever they want. In fact, it is quite the contrary. Through the guidance 
of the teacher, the students should feel a sense of choice, and that they have arrived at a 
decision on their own volition.  
During rehearsal, student autonomy, competence and relatedness satisfaction can 
be achieved in several ways. First, students could be invited to help with the repertoire 
selection process. A director may present to the class several pieces that the teacher has 
deemed appropriate in the beginning of the term, and provide opportunities for the 
students to decide which piece(s) they would like to perform on the concert, and discuss 
why.  
Second, a teacher may invite students to set the rehearsal agenda. While still 
providing the items to be accomplished for each rehearsal, the teacher could ask the 
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students to decide the order in which the tasks will be carried out. There should be 
follow-up questions to encourage the students to discuss with their stand partners, or as a 
class, why a particular rehearsal order makes better sense than others, or what do 
different orders say about that rehearsal’s focus.  
This approach not only gives the students an opportunity to identify the musical 
concepts that they feel the class should focus on, but also gives the teacher a unique 
opportunity to check for student understanding. This approach taps into students’ 
identified-regulation functioning, which is higher level of internalization, and will 
increase students’ desire to continue. 
 Furthermore, it may be beneficial for music teachers to help their students identify 
their motivational types early on, which may help improve students’ participating 
attitude. When students have the opportunity to monitor and gain better understanding of 
their own motivation type, they may be able to decide more accurately whether or not 
their motivation is healthy for their own sense of self.  
To increase competence fulfillment, it is advised that the director focus more on 
the “how” of music playing rather than the “what” of music playing. By that I mean 
focusing on identifying the universal and transferable skills or themes that each piece 
may offer, so the students really gain skills and competence that they know are relevant 
and are important to their personal growth. As such, the directors are less likely to feel 
that every time they read new music after a concert everything is back to square one 
again.   
Lastly, each rehearsal should include some element of “larger-than-self.” By that I 
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mean, as frequently as possible, the director is encouraged to find opportunities to 
recognize how individual parts in the ensemble contribute to the ensemble’s overall 
success; the idea that the ensemble is better because they all pitched in. 
Program retention. Music directors are often concerned with the problem of 
student attrition, and often speculate why their more engaged and advanced students 
would choose to drop out of an ensemble, while there are those less technically able and 
seemingly disengaged students who would consistently sign up year after year. Findings 
of the current study may be beneficial for directors as they approach registration and 
recruitment season. 
Directors may be able to continue to foster student choice by saying the following 
in class leading up to registration: “I truly appreciate you for choosing orchestra and 
making all the personal sacrifices in order to be a part of our music family, such as, extra 
evening and weekend hours in performances, festivals, and personal practicing. I hope 
you are proud of these sacrifices, and proud of how far you have come!” This is simply 
suggestive; however, as one can see, this line of thinking may appeal or rekindle 
students’ autonomy fulfillment (“I recognize and thank you for choosing music…”), 
competence fulfillment (“…hours in concerts, festivals, and personal practice…You 
should feel proud of how far you have come!”), and relatedness fulfillment (“You all 
made personal sacrifices to be a part of our music family…”). These reminders help 
students develop a self-determined mindset, and may encourage students to make better 
choices as to why they should continue to study music the following year. 
Secondly, directors may feel compelled to pull out less challenging music and 
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music that appeals to students’ sense of instant gratification in the hopes to entice the 
students extrinsically; they feel playing difficult music that requires personal struggle 
right before registration may create a sense of defeat, and possibly discourage their 
students from signing up again. According to findings of the current and other studies, 
this decision may actually create more adverse effects. Students are motivated 
intrinsically when they know that they have acquired new skills; it may be advantageous 
to remind them that they will continue to gain more competence as a result of their 
continued participation. One suggestion for marrying the two seemingly opposing views 
would be to bring out previously-learned pieces as a reminder of good times and 
competence gained, while also saying, “Let’s celebrate this year’s successes with these 
pieces, and here’s what challenges we’ll undertake next year – let’s get an early start by 
looking at it now!”  
 Parent education. Self-determination theory maintains that people generally 
orient toward those activities through which their basic needs are satisfied and avoid 
those through which the needs are thwarted. According to Deci and Ryan, people whose 
needs are fulfilled function better psychologically and have better mental and physical 
health and wellbeing, and people whose needs are thwarted in an activity will perform 
more poorly and will have their psychological and mental health impeded. With this in 
mind, it may be beneficial to share this understanding with parents about the importance 
of music participation to their students’ psychological development and mental 
wellbeing. It is important to inform the parents that school ensemble music making has 
more important benefits than an idea that is being commonly tossed around on the street, 
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that music helps their children to be more successful in other academic areas. This can be 
performed during parent/teacher conferences, school’s open-house nights, curriculum 
nights, or on concert evenings.  
 Furthermore, it may be beneficial for music teachers to help music parents 
identify their students’ motivational regulations early on, as well as help guide students to 
realize their own motivational types. This enhanced understanding may elevate their 
students’ motivation in the direction of the autonomous end of the self-determined 
motivation continuum. Knowing the quality of the students’ motivation may also help 
improve students’ music participating attitude, and impact their decision to pursue music 
further in a positive way. 
Limitations and Future Research 
Generalizability limitation. The current study involved 706 high school students 
and a had high return rate of 99.7%, which likely indicated that the data represented 
views from participants with varying levels of technical abilities and person opinions on 
the topic. I also took into consideration when assessing the generalizability of my study 
that the school district is the second largest district in its state, which serves students 
representing four large area suburban cities with diverse characteristics. The student body 
make up of the schools, individually and collectively, also represented a wide range of 
diversity in terms of culture, minority population representation and family 
socioeconomic status level.  
While the current study reflected diversity within a region of a geographic area, it 
did not reflect diversity geographically, as the sample was drawn from one single 
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suburban school district in the Midwest, which impedes generalizability. I recommend 
similar study approach be replicated in different geographical regions in the U.S. (i.e., 
West, Southwest, Southeast, and Northeast) to increase generalizability. Another 
approach would be to examine student populations from urban and rural areas, 
inclusively or exclusively, which would allow researchers to identify possible 
discrepancies in needs fulfillment and music engagement intentions as an outcome of 
different learner types or learning environments. 
Design limitation. The current study followed a cross sectional analysis design. 
While this type of research can be used to describe characteristics that exist within a 
sample, it was difficult to determine definitively cause-and-effect relationships between 
the variables examined in the present study. To be sure, if there is a problem with attrition 
from orchestra ensembles, there could be a number of possible reasons beyond student 
motivation, such as scheduling related factors. But also, if there are large attrition 
problems, related factors could include students’ perceived relevance of the learning 
within the program and the actual quality of the program. However, based on the 
findings, I was able to make inferences about possible relationships that supported 
existing literature on the applicability of self-determination theory practice in music 
education. With this said, having a follow up with the same sample in a longitudinal 
study would be beneficial; as the study currently stands, it is impossible to know for sure 
whether or not the students continued or quit at the end of the school year as they 
indicated on the survey. Whether or not the students actually signed up for orchestra the 
following year is something that should be examined.  
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A longitudinal study would allow researchers to make more accurate predictions 
about needs fulfillment and motivation types across the grade levels and technical ability 
over time with the same sample. However, special attention should be given to the design 
of such longitudinal study so that participant familiarity as well as bias is minimized with 
the second or third year participants, who presumably will have partaken in the same 
experiment on more than one occasion. 
Statistical analysis limitation. The current study utilized multiple regression 
analysis technique, which highlighted the importance of association between different 
types of self-determined motivation and needs fulfillment on music students’ intentions 
of future musical pursuit. The regression model approach utilized in the current study 
served the purpose and needs of the study adequately for examining the aforementioned 
theoretical constructs; however, more sophisticated statistical analysis technics (e.g., path 
analysis, confirmatory factor analysis, structural equation modeling) may be useful to 
determine the specific magnitude and significance of the hypothesized associations 
between the study variables and for each individual variable. 
Additional recommendations. According to Deci and Ryan (2012), Hartfield 
(1994) and Bakker (2005), intrinsic motivation appears to be a psychological construct 
that is transferable and capable of crossing over from one individual to another. Bakker’s 
finding further supported Hartfield’s emotional contagion theoretical perspective that 
there is a strong connection between the intrinsic motivation and experience of flow of 
the music teachers and that of the students. According to Hartfield’s study, when music 
teachers showed a high level of intrinsic motivation, their students were more likely to 
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reciprocate similar level of emotive and engagement response. Following this trend of 
research, more research is recommended to examine the connection between the different 
types of self-determined motivation and the engagement level of music teachers, as well 
as the connection between needs fulfillment and the overall autonomy-supportive 
learning for music teachers. 
In addition, more research is needed to find out the connection between the 
teachers’ self-determined motivation types and the motivation types of the students in 
music. It may be beneficial to expand Reeve’s 2002 research by examining the possible 
impact autonomy-supportive music students’ learning style has on music teachers’ 
perception of self-determined motivation in their own music teaching. This is a topic for 
study that is quite new in the field of music education. In fact, no studies have been done 
to date examining the connection between needs fulfillment of the teachers and needs 
fulfillment of the students. Findings of this ancillary study may support the idea that 
autonomy-supportive teaching and learning not only are reciprocal, but they fuel and 

















Figure 5.2 Model of SDT in the Music Classroom. 
 
CODA 
 Findings of this study support the use of autonomous motivation as an approach 
to student motivation in music learning setting. In addition to thinking about student 
motivation in terms of intrinsic motivation and extrinsic motivation, I highlighted the 
importance of addressing the psychological needs of the students as a way of maximizing 
students’ perception of their autonomy-supportive music learning. Autonomy-supportive 
refers to the engagement of behaviors that minimizes the salience of external incentives 
and threats, avoids controlling language, acknowledges the learners’ frame of reference 
(Black & Deci, 2000; Ryan & Connell, 1989), and whereby the learner’s senses of 
autonomy, competence, and relatedness satisfaction are maximally achieved. The 
findings of the current study support other research to suggest that there was a strong 
connection between students’ needs fulfillment and their self-determined functioning; 



















satisfied, and, contrarily, a higher level of control regulated engagement when their needs 
were thwarted. 
 The orientation and magnitude of students’ self-determined motivation also 
affects how the students felt about their participation and how they viewed the 
participation in the future. It is important for music educators to understand the different 
types of self-determined motivation (i.e., external, introjected, identified, and intrinsic) 
and the impact each has on the aforementioned student learning outcomes. The current 
study validates self-determination theory as a viable approach with which music students 
and educators can achieve the highest level of self-regulated functioning and activity 
engagement.  
 To conclude, self-determined motivation in music recognizes and values the 
experience of students’ own volition and choice in music learning. It also fosters a deep 
personal interest and creates meaningful values for the participants. It is my hope that the 
findings of the present study would contribute to the development and refinement of 
educators’ motivational strategies. Understanding the important roles of autonomy, 
competence, relatedness and the different types of motivation may lead music educators a 









$!Dear!Student,!!! My!name!is!Mark!Liu,!and!I!am!the!orchestra!director!at!Metea!Valley!High!School!and!a!doctoral!candidate! of! music! education! at! Boston! University! (BU).! The! purpose! of! this! research! study! is! to!understand!the!musical!experiences!of!high!school!music!students!and!the!factors!that!affect!high!school!orchestra! students’!motivation! to! continue! their! study! of!music.! Studies! like! this!will! help! your!music!teachers!gain!important!insight!into!how!to!improve!your!music!learning.! !The!results!from!this!survey!will!be!used!as!part!of!my!BU!doctoral!dissertation.!!!! The! completion! of! the! survey! is! voluntary! and! entails! no!more! risk! than! one!would! normally!experience! everyday! at! school! and! in! class.! There! are! three! parts! to! this! survey! and! it! will! take!approximately! 15!minutes! to! complete.!During! the! survey,$ you!may! skip! questions! or! stop! at! anytime!without!any!penalty.!The!decisions!will!have!no!effect!on!your!grades!or!status!in!the!class.!Your!response!will!be!anonymous.!!!! Research!data!obtained!will!be!electronically!kept!and!passcodeMprotected!so!they!may!be!used!in! future! studies.! ! The! Institutional!Review!Board! at!Boston!University,! a! group!of! people!who! review!human!research!studies,!may!review!the!study!records!for!purposes!such!as!quality!control!or!safety.!If!you!have!any!questions!about!this!research!study,!please!contact!me!by!phone!at!(630)!375M5900,!or!mark_liu@ipsd.org.! You! may! also! contact! my! dissertation! advisor,! Dr.! Paul! Evans,! at!paul.evans@unsw.edu.au.!You!may!obtain!more! information!about!your!rights!as!a! research!subject!by!calling!the!BU!CRC!IRB!Office!at!(617)!358M6115.!!!! Thank!you!again!for!your!interest!in!this!survey.!You!may!begin!after!reading!the!statement!and!checking!your!response!at!the!bottom!of!the!page.!!Sincerely,!!!!!!!Mark!Liu! ! ! ! ! ! Dr.!Paul!Evans!Metea!Valley!High!School,!Orchestra!Director! ! Dissertation!Advisor!TriMM!Music!Honor!Society!Advisor! ! ! Boston!University!ILMEA!AllMState!Organization!Chairperson! ! University!of!New!South!Wales!Mark_liu@ipsd.org! ! ! ! ! Paul.evans@unsw.edu.au!!!!MMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMMM!!Please!read!the!following!statement!and!check!your!response!before!going!to!the!next!section:!!
“I#have#read#the#above#information#and#wish#to#complete#the#survey.”#!Yes!!No!!
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Appendix A (cont.) 
 
!!!!!16.!In!orchestra,!I!feel!insecure!about!my!abilities!in!orchestra.!!17.!I!feel!there!is!no!opportunity!for!me!to!decide!for!myself!how!to!do!things!in!orchestra.!!18.!I!feel!people!I!interact!with!in!orchestra!understand!my!feelings.!!19.!On!the!whole,!I!feel!satisfied!with!myself!as!a!person.!!!20.!I!feel!I!have!many!good!qualities!as!a!person.!!!21.!On!the!whole,!I!feel!I!am!able!to!do!things!as!well!as!most!other!people.!!22.!On!the!whole,!I!feel!I!have!a!positive!attitude!toward!myself.!! !(End!of!Part!I)!!!!!!
PART$II$The! following! fifteen! statements! relate! to! your! reasons! for! participating! actively! in! your!orchestra! class.!Different!people!have!different! reasons! for! their!participation! in! such!a! class,!and!we!want!to!know!how!true!each!of!the!provided!reasons!is!for!you.!Please!use!the!following!scale!to!indicate!how!true!each!statement!is!for!you.!!!!!!!!!!!!!!!



























$! 6. Because!I!would!get!a!bad!grade!if!I!didn’t!do!what!was!suggested.!!! 7. Because!I!would!feel!guilty!if!I!performed!poorly.!! 8. Because!I!want!the!teacher!to!say!nice!things!about!me.!! 9. Because!I!would!feel!bad!if!I!didn’t!follow!my!teacher’s!instruction.!! 10. Because!it!is!fun!to!learn!new!ways!of!playing!my!instrument.!!!!!




























$1. Gender:!!!!!!!!Male! Female!2. Year!in!high!school:! 9th! 10th! 11th! 12th!3. Please!check!the!ensemble!in!which!you!are!currently!enrolled:!! Chamber!Orchestra!!! Chamber!Strings!! Concert!Orchestra!! Concert!Strings!! Symphonic!Orchestra!! Symphonic!Strings!4. How!many!years!have!you!received!private!lessons!on!your!school!instrument?!(Choose!the!best!answer)!! 0! 1! 2! 3! 4! 5! 6+!5. Do!you!play!a!secondary!musical!instrument?! ! !! Yes! No!6. Do!you!take!private!lessons!on!your!secondary!instrument?!!! Yes! No!7. Do!you!participate!in!other!types!of!musical!activities!or!music!ensembles!outside!of!school?!!! Yes! No!8. How!long!do!you!think!you!will!be!playing!your!instrument?!(Check!one!that!best!applies)!! Until!the!end!of!the!school!year!! Through!high!school!! At!least!one!year!in!college!! Through!college!! For!a!few!years!after!college!! For!most!of!my!adult!years!! For!the!rest!of!my!life!9.!!!!!!On!average,!how!many!days,!per!week,!do!you!practice!your!primary!instrument?!! ! 0! 1! 2! 3! 4! 5! 6+!10. On!average,!how!many!minutes,!per!session,!do!you!practice!your!primary!instrument?!!(Choose!the!closest!answer)!! 0!!!!!!!!!!15!!!!!!!!!!30!!!!!!!!!!45!!!!!!!!!!60!!!!!!!!!!75!!!!!!!!!!90+!11.!!!!!!Have!you!ever!thought!about!quitting!music!in!the!past?!(Circle!one)!! 1! 2! 3! 4! 5! 6! 7!!!!!!!!!!!!Never$ $ $$$$$$$$$$$$$$ $ $ $$$$$$All'the'time'
#12.#!!!!!How!likely!are!you!to!continue!with!orchestra!next!year?!(Circle!one)! !! 1! 2! 3! 4! 5! 6! 7!
'''''''Not'Likely' ' ''''''''''''''''''''''' ''' ''''''Highly'Likely'
'
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helpmusic teachersgainvaluable insight intohow toprovidebettermusical learningexperiences for
yourstudent.Therearenobenefitstoyourchildfromtakingpartinthisresearch.
Thisstudyhopestotargetapproximately650highschoolorchestrastudentsfromallthreevalleysinthe
district. In the followingweek, studentswill be asked to complete a 15Ͳminute survey in class. The
completionof the survey is voluntary and entailsnomore risk thanonewouldnormally experience
everyday at school and in class.While taking the survey, your child may skip questions or stop at
anytimewithoutanypenalty.Thedecisionswillhavenoeffectonhisorhergradesorstatusintheclass.
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